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Abstract
Epperson, Janice Marie. Ed. D. The University of Memphis. August 2015. An Analysis
of Principals’ and Teachers’ Understanding of the Academic Impact of Fifteen Select
Social Perceptions Faced by Black Males. Major Professor: Dr. Reginald Green.
When presented with 15 social perceptions, teachers differed in the extent to
which they ranked such perceptions as having the most and least impact on Black male
students’ learning as well as in the extent to which they judged these perceptions to be
subject to correction. Across all respondents, the perceptions deemed most negative
concerned Black males’ reputed propensity for violence and disruption, while those
deemed least negative concerned Black males’ alleged tendency to be more church- and
religion-oriented than their peers, as well as their reputation for being more athletically
gifted than their peers. In terms of these perceptions being correctable, the respondents
felt that it was relatively easy to demonstrate that Black males were not less intelligent,
less articulate, and less interested in education than their peers of other ethnic groups. To
the extent to that the respondents believed that the perception was at least partially
grounded in fact—as for example, Black male students being less than optimally
“articulate” or “interested in education and self-improvement”—they also recommended
specific reform strategies that educators could put in place.
When grouped by position, ethnicity, age, years of experience, highest degree,
and level of students served, respondents did not in general differ in how they ranked the
perceptions, a noteworthy exception concerning respondent ethnicity and the ones
deemed most negative. By ethnicity, there were as many as seven statistically significant
differences observed in the most negative rankings of non-White and White respondents,
with non-Whites especially concerned about the perception of Black male students as

iv

being “innately less intelligent” and “better suited to vo-tech than academic classes” with
respect to such students’ success in school.
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Chapter 1
Introduction to the Study
The existence of an academic achievement disparity between Black males and
their White counterparts in American public education is undeniable, uncontested, and
persistent. Black males face both socioeconomic and educational challenges that
drastically affect their performance in school. Littles, Bowers, and Gilmer (2007) state
that with respect to education, income, and overall well-being, all of the most reliable
data indicate that Black males constitute a segment of the population that is distinguished
by hardships, disadvantages, and vulnerability. These social perceptions and other
disparities connected to the background of Black males affect their educational
accomplishments, and not only serve as barriers that prevent academic achievement, but
also affect principals’ and teachers’ perceptions of Black males in the school
environment.
Principals and teachers play a prominent role in shaping personal and academicrelated outcomes for students. Therefore, the social perceptions, expectations, and
behaviors of principals and teachers can influence the beliefs, behaviors, and work habits
of students in ways that perpetuate the test score disparity between Black males and their
White counterparts (Ferguson, 2003). Casserly, Lewis, Simon, Uzzell, and Palacios
(2012) assert that the perpetuation of the test score disparity between Black male students
and their counterparts may be partly the result of the perceptions of principals and
teachers regarding the social perceptions faced by Black male students. This assurance
raises a number of questions in the mind of this researcher, questions that influenced this
research study.
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Background of the Study
School is often challenging and frustrating for Black males; however, schools
should be the most critical lever that changes the trajectory of young Black boys’
academic achievement (Prager, 2011). The need for a strong educational foundation is
well recognized. Yet principals and teachers may not realize their potential to help these
students academically unless they learn to better understand the social perceptions and
behaviors about Black males and respond to them in ways that foster positive
developmental outcomes (Corprew, 2013). Today, in an alarming number of Black
communities, the circumstances caused by poverty and other disadvantages subsume the
lives of young Black males (Prager, 2011).
The effects of growing up in poverty, particularly for children raised in socially
isolated, economically depressed urban areas, warrants greater direct attention,
especially given that one out of every three Black children is raised in a poor
household. The evidence is clear that the risks faced by children, particularly
Black males, in terms of health, welfare, and education, are substantially greater
than their counterparts. (Noguera, 2002, para. 4)
According to Aronson (2004), “If people are serious about addressing the underlying
factors which contribute to Black males’ underperformance, they must think complexly
about these factors, and analyze them to find a way to address the factors” (p. 19).
Noguera (2012) stated that several of the most important qualities of life
indicators suggest that Black males are in deep trouble. The underachievement and
backward progression of Black males particularly in the educational arena have
resurfaced as a discriminatory trend that demands attention. The perceptions held by
other racial and ethnic groups of Black males should be the first area of concern because
2

“whatever the source, some teachers have unsubstantiated, un-questioned, and inaccurate
thoughts and beliefs about Black male students; put simply, these thoughts can be
harmful and quite detrimental” (Milner, 2007, p. 245).
Black male students know principals and teachers play a crucial role in helping
them succeed. Administrators and teachers can be pivotal to breaking cycles of
frustration and failure for Black males (Corprew, 2013). The decreased academic
achievement level of Black males has affected the academic disparity between them and
their non-Black peers over the course of years. This predicament, however, is not new to
the world of education. Kunjufu (1995) noted that Black some boys effectively stop
caring about education around the end of elementary school. Lack of concern for
education can be attributed to several socioeconomic problems, as well has how Black
males think their principals and teachers feel about them. Principals’ and teachers’
expectations and perceptions of students and the social perceptions Black males face
impact academic achievement (White, 2009).
From an in-depth review of the literature, principals and teachers have identified
15 social perceptions of Black males that negatively affect their learning (academic
achievement). The following 15 social perceptions are contrasted to Black males’ nonBlack peers:
1. The perception that Black male students have innately lower intelligence than
their other male peers (Hodge, Burden, Robinson, & Bennett, 2008; Tatum,
2005).
2. The perception that Black male students are less articulate than their other male
peers (Grant, Oka, & Baker, 2009; Morreale, Osborn, & Pearson, 2000).
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3. The perception that Black male students are more prone to violence and gangrelated activities than their other male peers (Mazza & Overstreet, 2000).
4. The perception that Black male students are less socially responsible than their
other male peers (DeCastro-Ambrosetti & Cho, 2011; McGee & Martin, 2011).
5. The perception that Black male students are less interested in education and
self-improvement than their other male peers (O’Connor, 1997; Ogbu, 1991).
6. The perception that Black male students are more disruptive in school and
outside of school than their male peers (Brown & Donnor, 2011; Denn, 2002;
James, 2012;).
7. The perception that Black male students are better suited than their other male
peers to technical-vocational courses than to academically-oriented courses
(Henfield & McGee, 2012; Nicolas, G., Helms, J. E., Jernigan, M. M., Sass, T.,
Skrzypek, A., & DeSilva, A. M., 2008).
8. The perception that Black male students are more likely to come from single
parent homes than their other male peers (Barajas, 2011; James, 2012).
9. The perception that the parents of Black male students are less educated than the
parents of their other male peers (Duncan & Magnuson, 2005; Norman, 2014).
10. The perception that the parents of Black male students value education less than
the parents of their other male peers (Usher & Kober, 2012).
11. The perception that Black male students more often make a habit of being late
than their other male peers (Losen & Martinez, 2013).
12. The perception that Black male students are less inclined to think critically than
their other male peers (Rothstein, Jacobsen, & Wilder, 2008).
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13. The perception that Black male students are more athletically gifted than their
other male peers (Hodge, Kozub, Dixson, Moore, & Kambon, 2008; Hodge,
Burden, Robinson, & Bennett, III, 2008).
14. The perception that Black male students are less future-oriented and more
present-oriented than their other male peers (Wood, 2012; Wood, 2013;
Spencer, Fegley, & Harpalani, 2003).
15. The perception that Black male students tend to be more oriented than their
other male peers toward church and religion than school and education (Bell,
2010; Glaude, 2010; Robinson, 2008).
Statement of the Problem
Research (Ed Week, 2004; Prager, 2011) has clearly shown that a gap exists
between the academic achievement of Black males and their White counterparts. This
gap is unacceptable. Black males face social perceptions connected to their background
disparities that negatively affect their educational accomplishments. These social
perceptions serve as barriers that prevent academic achievement and affect the
perceptions of Black males in the school environment. Understanding the social and
educational forces that create social perceptions influencing academic outcomes for the
Black male is imperative. Each and every student deserves a quality education that will
in turn improve their future and subsequently the future of our country, nation, and the
world. Just as doctors diagnose an illness and then treat it appropriately, educators must
diagnose the causes of the disparity in the academic achievement gap between Black
males and their White counterparts, then, treat these causes appropriately.

5

The perceptions of principals and teachers regarding Black males and the
challenges they face relate directly to the decline of their academic achievement. Fremon
and Hamilton (1997) reported that most Black males feel that “If I am not expected to
achieve, then I am not going to be successful.” Consequently, recognizing the challenges
Black males face and investigating the perceptions of principals and teachers regarding
these challenges are critical. The results of such an investigation will offer a number of
strategies that school leaders can use to enhance the academic achievement of Black
males.
Purpose of the Study
It is educationally beneficial to understand the social/educational forces and
perceptions that negatively impact the academic outcomes of Black male students.
Principal and teachers recognize these social perceptions as directly related to academic
achievement (Akey, 2006). If this group continues to underperform, the Nation’s Report
Card (NAEP, 2011) will be indicative of the continued failure academically of Black
males. Social perceptions which Black males have faced, along with experiencing these
perceptions, have contributed to achievement disparity (Gabriel, 2010). The purpose of
this study is to investigate the thinking of principals and teachers about the impacts a set
of widespread social perceptions might have on the academic achievement of Black male
students. This study will be guided by six research questions.
Research Questions
The study will be guided by the following six research questions:
1. Given 15 social perceptions concerning Black male students, which do
educators regard as having the most negative impact on learning?
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2. Do the perceptions regarded as having the most negative impact on their
learning differ by the respondent's position, ethnicity, age, years of experience,
highest degree, and level of students served?
3. Given 15 social perceptions concerning Black male students, which do
educators regard as having the least negative impact on learning?
4. Do the perceptions regarded as having the least negative impact on their
learning differ by respondent's position, ethnicity, age, years of experience,
highest degree, and level of students served?
5. Given 15 social perceptions concerning Black male students, which do
educators regard as the ones that schools can most effectively correct?
6. Do the perceptions regarded as the ones that schools can most effectively
correct differ by respondent's position, ethnicity, age, years of experience, highest
degree, and level of students served?
Significance of the Study
Motivating factors determine the decline in academic achievement from a
particular subgroup (Black males) with consistently low performances. Teachers
understand the detrimental effects of the lack of academic achievement from Black
males. If this group continues to underperform, the Nation’s Report Card (NAEP, 2011)
will be indicative of the lack of success from Black males. The study’s results could not
only provide principals, instructional facilitators, and teachers with the efficacy needed to
mandate progress by Black males, but this study could also specify instructional
strategies to show academic progress. This investigation could also add insight for
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teachers to address the influential socioeconomic social perceptions Black male students
experience.
Limitations of the Study
Results of the study are based on principals’ and teachers’ perceptions, which are
subjective and may be affected by variables not included in this study. While
expectations are strong for participants to be sincere possibly when completing the
surveys, some participants may not provide a candid response, acting consciously or
unconsciously. Some participants may feel that their responses could reveal a perceived
bias or weakness that they do not wish to make known. To address this limitation, a
reassurance will be provided to all participants that their identities will be protected. All
survey information will be coded and will not contain identifying information.
Additionally, participation in the survey will be voluntary. Thus, by allowing participants
an opportunity to elect to participate, the researcher is anticipating an increase in the
number of responses. Given that individuals who feel uncomfortable responding to the
survey can elect not to participate, the genuineness of the responses should be enhanced.
Assumptions
The researcher enters the study with the following assumptions:
1. Principals’ and teachers’ perceptions of the social perceptions of Black males
negatively influence their academic achievement levels.
2. Principals and teachers can enhance the opportunity for Black male students to
learn.
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3. During this study, participants will understand the benefits of motivating Black
male students to strive for success in an educational environment to share with
other principals and teachers.
4. Participants will understand that the information acquired will aid them in
addressing the needs of Black males facing challenges that directly or indirectly
affect academic achievement levels.
5. Participants will answer each question and answer each question in the survey
honestly.
6. The data will identify principals’ and teachers’ perceptions of the challenges
faced by Black males.
Definition of Terms
Academic Performance-The outcomes of the educational goals achieved by
students
Black Males – For the purpose of this study Black males will also refer to those
individuals under the category of African American males in the United States.
Culture - A set of learned beliefs, values, and behaviors, a way of life shared by
members of a society (Heatwole, 2006).
Elementary schools- Schools giving instructions in rudimentary subjects for
grades first to fifth, often with a kindergarten (Elementary schools, 2010).
Proficient - Students who perform at this level demonstrate mastery in academic
performance, thinking abilities, and application of understandings that reflects the
knowledge and skill specified by the grade/course level content standards and are
prepared for the next level of study (TN State Department of Education, 2014).
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Secondary schools- Those schools intermediate between elementary school and
college and usually offering general, technical, vocational, or college-preparatory courses
(Secondary schools, 2015).
Social perceptions- Awareness of social phenomena and the ability to infer
motives and values from other people’s social behavior (Social perceptions, n.d.).
Socioeconomics - Conditions experienced by individuals including health status,
income, environment and education (McLeod, 2012).
Principals’ Perceptions – For the purpose of this study how a principal perceives
the social perceptions of Black males and the effects these social perceptions have on
their overall academic performance.
Teachers’ Perceptions - For the purpose of this study how a teacher perceives the
social perceptions of Black males and the effects these social perceptions have on their
overall academic performance.
Organization of the Study
This study will be organized in five chapters. Chapter 1 will introduce the study
and describe its significance to the field. It will consist of the problem statement, research
questions, and the purpose and significance of the study. Chapter 1 will also include
limitations and assumptions inherent to the study, definitions of terms used in the study,
and a summary. Chapter 2 will present a review of related literature and offer a
theoretical foundation for the study. Chapter 3 will provide the methodology used to
conduct the study. It will include a description of participants, an explanation of the
instrument used to collect data and measure the variables, and a restatement of the
research questions. Additionally, the procedures used in data collection, methods
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involved in data analysis, and the limitations of the study will be detailed. Chapter 4 will
present an actual analysis of the data and findings of the study. Chapter 5 will contain a
brief synopsis of the study and its findings, a discussion and implications of the findings,
the relationship of the study to prior research, and recommendation for further studies.
Summary
The existence of an academic achievement disparity between Black male students
and their White counterparts is undeniable, uncontested, and persistent over the past
decades. Black male students face both socioeconomic and social perceptions. The
social perceptions Black male students face is perceived by principals and teachers as
indicators of academic performance; however, principals and teachers view these social
perceptions differently in relation to the magnitude of their effects on the students’
academic performance.
To examine the effects of social perceptions is paramount. Acquiring the
rankings of the social perceptions having the most detrimental to the least detrimental
effect on academic achievement can reveal pertinent data for explaining and addressing
the achievement disparity. This in-depth understanding of the social perceptions Black
males face as they relate to their academic achievement may bring all individuals affected
by this issue closer to the discovery of strategies for addressing the critical need for
improvement in the academic performance of Black male students.
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Chapter 2
Review of the Litertaure
Introduction
The purpose of this literature review was to understand the social/educational
forces and social perceptions that influence academic outcomes for Black males. The
literature is rich with studies (Fordham & Ogbu, 1986; Neal, McCray, Webb-Johnson, &
Bridgest, 2003; Noguera, 2003) that address these social perceptions Black males face to
be directly related to academic achievement. Based on the perceptions of principals and
teachers determining if the social perceptions of Black males negatively impact academic
performance and identifying the commonalities or differences of the perceptions of the
challenges of Black males allow an understanding to why Black males struggle in
academics.
The review of the literature includes an emerging body of literature that focuses
on 15 select social perceptions principals and teachers believe impact student learning
(Goddard, Hoy, & Hoy, 2000; Lee, Detrick, & Smith, 1991). The researcher also used the
literature review to guide the research questions in order to make generalizations about
the commonalities/differences of the principals’ and teachers’ responses in identifying
which five of the 15 selected social perceptions most negatively impact Black males
academic achievement, the five of the 15 that least impact Black males’ academic
achievement, and the five of the 15 that schools can most effectively change with
suggested change strategies (see Appendix A).
Historical Accounts of the Academic Achievements of Black Males
The Schott Foundation (2010) reported all of the indicators of academic
achievement educational attainment, and school success, Black males are distinguished
12

from other segments of the American population by their consistent clustering in
categories associated with failure. Teachers convey their message of expectations, but it
comes across as discouraging to parents of Black males. According to Fremon and
Hamilton (1997), “It’s as if teachers already know that society has decided these boys
aren’t going to make it, so they don’t put forth the same effort for Black boys as they do
for other students” (The Nothing Expected, Nothing Granted section, para. 7). The most
common measurement of academic achievement is probably the state-mandated
achievement test.
According to King (2009), the contributors to the achievement disparity fall into
two main categories: (1) factors related to students’ socioeconomic status, cultural
environment, and family background and (2) factors related to students’ schools. Forty
plus years ago, the disparity in achievement was said to be attributed to the family
background of students (Education Week, 2004). Common dynamics in the families of
Black males caused obstacles for this particular group of students (Tatum, 2005). Low
parent income contributed to fewer educational resources at home, and a broken or
strained family structure often produced an unstable domestic environment.
Not only did Tatum (2012) list socioeconomic causes, but he also identified
sociocultural and school-related causes. However, Phillips (2000) stated some experts
felt Black males were simply not getting as good an education as Whites. According to
Ferguson (2003), parents held teachers accountable for the gap because parents felt
teachers did not expect Black males to perform proficiently on standardized tests. Tatum
(2012) agreed that the school-related causes of the achievement disparity lay heavily with
teachers’ perceptions leading students to have low self-expectations. When Black males
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perceived that teachers felt they were less capable of achieving than their White peers and
that teachers expected little of them, apathy became common (Tatum, 2012). Another
school-related factor is the type of instructional strategies used in the classroom.
Researcher Kunjufu (2004) indicated that after the third grade the achievement rate of
Black males began a downward spiral which tended to continue throughout the child's
academic career. Fremon and Hamilton (1997) stated that around the third or fourth
grade, teachers have a tendency to change their approach to teaching. The classroom
environment was transformed from a “socially interactive style to a competitive,
individualistic, and minimally socially interactive style of teaching" (Jackson, 2007).
This change facilitated the achievement disparity revealed on standardized tests. An
Association for Supervision and Curriculum (ASCD) publication (Manning & Kovach,
2003) referenced educational philosopher John Dewey who stated, “teaching and
learning must be connected to student experience; therefore, teachers should make sure
that learning is relevant to a student’s experience in order to engage the student and make
learning intrinsically and practically valuable.” Principals’ and teachers’ attitudes toward
the social perceptions of Black males can ultimately impact these students’ academic
achievement levels (Lynn, 2010). Negative teacher perceptions have dangerous long term
effects on students. Teachers may unknowingly not give as much academic attention to
Black male students based on the teachers’ personal perceptions (Bush-Daniels, 2008).
Academic Achievement
Black males and all students perform at many different academic achievement
levels. Black males perform based on how they feel teachers view them (Fremon &
Hamilton, 1970). When trying to identify factors that impact the academic performance
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of Black males, researchers (Anderson, 2010; Morton, 2011) have examined the
following: parental involvement, mentor support, caring teachers, academic support,
tutoring, intrinsic motivation/resilience, hard work, and teachers and principals with high
expectations. Black male students fall behind their White counterparts academically by
large margins. The academic history of Black males has shown a lack of evidence of
self-motivation to achieve. Labeling this group from this perspective was not difficult to
do. At one point, Black males represented the worst-case scenario for a group coming
out of public education (Varlas, 2005). This lack of motivation did not start during the
crucial middle school years. Several educational initiatives have been put into practice
trying to address the achievement disparity early in a child’s development (Edley & Ruiz
de Velasco, 2010; Prager, 2011; White, 2009).
Howard (2008) found the underachievement of Black males resulted from
variables that have existed in the education world. Dove (2012) stated, “The White
House's new Initiative on Educational Excellence for Black males, which addresses the
alarming under-performance of Black students, is a game changer for millions of Black
students” (para. 1). In order for this program to be successful, it must consider and
address the various social perceptions Black males battle, such as their self-efficacy,
socioeconomic and family obstacles, and school-related issues.
Social Perceptions of Black Males
Every student should have the same opportunity for success regardless of his/her
background. According to the National League of Cities (NLC; 2012), nowhere is there a
wider and more apparent gap between our ideals and our experience than in the immense
and persistent disparities in outcomes between Black male children and their peers.
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Research has identified these social perceptions encompassing single parenting, divorced
parents, absent fathers, mother’s employment, and lack of employment. Lynn, Bacon,
Totten, Bridges, and Jennings (2010) and Foster (1995) reported 15 social perceptions,
identified by principals and teachers Black males face that can negatively impact
academic achievement levels.
As reported by Cole (2008), “educators must hold equally high expectations for
affluent White students and poor and minority students—despite the disparity in students'
backgrounds. Under the right conditions, low-income and minority students can learn
just as well as any other children” (The Expectations section, para. 1). One necessary
condition is that principals and teachers hold expectations of high performance for all
students. When students lack the resources and support systems that more affluent
students often have access to are less likely to reach higher achievement levels. For
example, students who have literacy-rich homes, meaning their homes are filled with
books or other literacy materials, are more likely to succeed in reading; whereas students
who do not have ready access to these resources often lag behind in reading achievement.
Students from single-parent homes are less likely to receive the support and help with
homework that other students may have because the parent may be working and juggling
the tasks of running the household with little time remaining for homework help. Also,
many times these parents have weaker educational backgrounds themselves and therefore
are less able to assist with the content their students are learning. All of these factors
contributed to the educational achievement disparity (Cole, 2008).
Regardless of race, the underestimation of potential can be a major problem. Still,
race appears to be a major factor influencing principals’ and teachers’ social perceptions
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and expectations. Ferguson (2003) studied the controversial but common assumption that
principals’ and teachers’ social perceptions, expectations, and behaviors were biased by
racial stereotypes and found that teachers who were unbiased expected the same on
average of Blacks and Whites. Ferguson (2003) speculated if the perception of children’s
intellectual potential affected goal setting in the classroom, then teachers who
underestimated children’s potential would tend to set goals that were too low. Research
showed teachers’ expectations of underachieving Black male students may not be the
same as teachers’ expectations of White students (Ferguson, 2003; Lynn, 2010).
A study by Dusek and Gail (1983) revealed that race and social class have been
related to teacher expectancies of students. Teachers predicted student achievement
based on teacher-student interactions and test scores and use this information to rank
children. Another explanation that has been suggested for racial and ethnic differences in
standardized test performance is that some minority children may not be motivated to do
their best on these assessments (Dusek & Gail, 1983). Several social perceptions exist
that prevent students from working to their potential with their peers. This behavior
exists with Black males and mostly comes from peer pressure. Spencer, Noll, Stoltzfus,
and Harpalani (2001) hypothesized that in some cases, minorities, especially Black
students, may stop trying in school because they do not want to be accused of “acting
white” by their peers. Libby (2010) identified a stigma placed on Black males who
succeeded in school, stating if a man was an educated Black man, he would be labelled as
a “White boy.” This stigma of educated Black males was a stereotypical attitude or belief
that has caused or may have been detrimental to Black males. These males reject
education so that they do not fall into society’s definition of whiteness, which has created
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an obstacle for Black males desiring to have an education, an accomplishment that might
lead them to compromise. Being educated might cause them to compromise certain
beliefs or social norms accepted in the Black community.
Self-Efficacy
Self-efficacy is a major component of Bandura’s social cognitive theory and a
person’s judgment of his or her capabilities to organize and execute courses of action
required to attain designated types of performances (Bandura 1988; Richardson 2001).
According to Bandura (1977), a person’s attitudes, abilities, and cognitive skills comprise
what is known as self-efficacy. This system plays a major role in how individuals
perceive situations and how they behave in response to different situations. Furthermore,
self-efficacy is a person’s belief in his or her ability to succeed in a particular situation.
Bandura described these beliefs as determinants of how people think, behave, and feel.
Each source plays a major role in self-efficacy because most people can identify goals
they want to achieve, but they may need help in identifying what needs to be changed and
in forming a plan of action to reach their goals. Cherry (2013) reported most people also
realize that implementing these plans is not always simple, yet self-efficacy plays a role
in how goals, tasks, and social perceptions are approached. According to Bandura
(1988), the people who have a strong belief in their capabilities think, feel, and behave
differently from those who have doubts about their capabilities. Obstacles, such as low
socioeconomic status, may introduce serious challenges to Black males’ self-efficacy
beliefs. The social perception was that Black male students have innately lower
intelligence than their other male peers (Hodge, et al., 2008; Tatum, 2005). As cited in
Hodge et al. (2008), Steele and Aronson stated plausibility of the influence of negative,
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stereotypic beliefs regarding the intelligence of student athletes, particularly Black males,
can lead teachers to lower their expectations in academic contexts. Steele and Aronson
(1995) further explored the effects of what termed stereotype threat, which is fear that a
person will confirm a negative stereotype of a group to which that person belongs. The
researchers proposed that the existence of this fear was enough to depress individual
performance on various performance assessments. Even though their tests were
administered to a group of Stanford University undergraduate students who were less
likely to lose motivation in taking the tests, some evidence of the negative efforts of
stereotype threat was observed. The effect, they stated, may have been lessened due to
the short time period of the experiment. That is, if students experienced stereotype threat
over a longer period, as they would in a typical classroom situation, the effects may have
been even more pronounced. After conducting four different experiments, Steele and
Aronson (1995) concluded that “stereotype established by quite subtle instructional
differences can impair the intellectual test performance of Black students, and that lifting
it can dramatically improve performance” (p. 808).
Tatum (2005) documented the idea that Black males were perceived to be
intellectually inferior and incapable of handling cognitively challenging material. He
described the effects of these perceptions on Black males’ literacy development. When
speaking with several Black males about their resistance to reading instruction, Tatum
reported that some students cited previous teachers’ derogatory remarks or low
expectations as sources of their resistance or lack of motivation. One student said,
“People think that most black people are going to fail, so we don’t do the work” (p. 40).
Other students said their fear of embarrassment kept them from participating in the
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reading lessons; once again, the social perceptions of others created a barrier to their
learning.
Pajares (2009) determined the self-efficacy theory directly related to selfregulation and motivation in academic settings. Self-efficacy beliefs in these situations
describe students’ perceptions of their capabilities to succeed academically (Pajares,
2009). Black males often did not feel they could perform up to standards expected of
their White peers. Self-efficacy comes from a variety of sources, such as personal
experiences with an activity, the observation of other people, verbal or other types of
persuasion, and mental or emotional cues such as increased heart rate or sweaty palms in
a stressful situation (Bandura, 1977).
In his 1977 publication Bandura, emphasized self-efficacy’s integral relationship
with motivation stating that people must believe they can succeed to some extent in order
to feel motivated to act. People with low self-efficacy toward a particular activity may
avoid that task altogether while people with high self-efficacy toward that activity are
more likely to participate. In his theoretical article linking social-cognitive theory to
classroom practice, Artino (2006) stated that possessing knowledge and skills was not
enough for an individual to engage in an activity. The individual must also believe that
he or she could be successful at the task even under difficult circumstances, a view that
contributed to the social perception that Black male students were less future-oriented
and more present-oriented than their other male peers (Spencer et al., 2003; Wood, 2012;
2013).
Setting firm educational goals is positively correlated with student success
(Mason, 1998). Students who possessed clear goals were more likely to achieve
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academically than those with no goals or those whose goals were short-lived. A person’s
expectations for the future impact success so that examining the expectations of Black
male students for their futures, as well as their teachers’ perceptions of their expectations,
was critical in understanding the achievement disparity. To illustrate this point, Wood
(2013) studied the expectations of Black male community college students that found
they frequently had lower expectations for the level of education they would obtain, a
perception which often caused them to avoid or to delay enrolling in higher education
programs. Additionally, these low expectations had a significant correlation with the
attrition rate for those students who did enroll in postsecondary classes. Nationally, the U.
S. Department of Education (2013) reported that 11.5% of Black males who enroll in
college classes would drop out before the end of their first year, and by the time their
third year arrived, 48.9 % would have dropped out without a certificate or degree. Among
all racial, ethnic, and gender subgroups, Black males had the highest college dropout rate
(Wood, 2012). According to Toldson and Lewis (2012), “Although 45 percent of Black
males who are 25 and older have attempted college, only 16 percent have a four-year
degree, which is half the percentage of White males who have a four-year degree” (p.
12).
Causes existed for the high attrition rate among Black males that were directly
related to both students’ and teachers’ perceptions of their likelihood for success in the
future (Wood, 2012). Furthermore, Wood (2012) noted that while his study focused on
Black male students enrolled in public community colleges, the behaviors he had
observed and documented began before students reached postsecondary education.
Frequently, they reported low expectations from their K-12 teachers, administrators, and
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even their friends. Also, messages in the media, from television to music to internet,
depicted negative expectations for Black males’ future success. Spencer et al., (2003)
conducted a longitudinal study tracking a multitude of variables among Black students
over the course of five years, as students moved from 8th grade through graduation. One
of the variables was “good feelings about the future.” Students were asked to rate how
much respect they would gain in the next 10 years by accomplishing a task or milestone
from a list of 23 items, such as getting a college degree, voting, being politically active,
being a good parent, being role model for youth, or supporting senior citizens. For Black
males in particular, scores on perceived emotional well-being reported in the third year of
the study were significantly and positively correlated with scores on the “good feelings
about the future” variable in the fifth year of the study. Therefore, understanding and
addressing the perceptions of Black males’ futures, both by teachers and by students, are
key factors in their academic success is critical.
Most students tend to slightly overrate their academic capabilities (Artino, 2006);
however, these slightly inflated judgments were the most helpful because they could
strengthen effort and fuel persistence in difficult situations. Ultimately, however, the
most influential source of self-efficacy was the individual’s personal experiences with a
task. While a teacher’s persuasion or encouragement might bolster self-efficacy, if the
persuasion was not partnered with a successful experience with the task, it would lose its
effect. According to Artino (2006), teachers needed to employ strategies that not only
built knowledge and skills but also boosted students’ confidence and experiences of
success because academic self-efficacy is the most significant single predictor of
achievement on academic levels proficient and advanced.
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The achievement of academic self-efficacy addressed the social perception that
Black male students were less socially responsible than their other male peers (DeCastroAmbrosetti & Cho, 2011; McGee & Martin, 2011). The Ministry of Education of British
of Columbia (2001) identified four basic elements of social responsibility: contributing to
the classroom and school community, solving problems in peaceful ways, valuing
diversity and defending human rights, and exercising democratic rights and
responsibilities. These characteristics are also frequently termed citizenship. According
to Lewis and Schaps (1998), “For most of our history as a nation preparation for
citizenship has been the primary goal of public schooling. Only since Sputnik has
concern for academic achievement eclipsed the focus on character and citizenship” (p. 1).
Lewis and Schaps discussed the primary components of citizenship as being a deep
regard for self and others, a personal commitment to justice and caring, and civil and
considerate interactions with others. Since increased citizenship contributes to improved
academic self-efficacy, most schools have some sort of program to instill these
characteristics in their students, such as community service programs or the direct
teaching and modeling of core values in the school in hopes that a rise in academic
achievement will result. Ryan and Deci (1985) asserted three basic human needs include
having feelings of belonging, control over one’s environment, and competence. When
these three basic needs were not fulfilled, students might withdraw and feel lonely and
may turn to destructive behaviors, such as violence or drug abuse.
In a study of the social perceptions of secondary education teacher candidates,
DeCastro-Ambrosetti and Cho (2011) found that the teacher candidates typically
associated minorities and males with socially irresponsible behaviors, a perception that is
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detrimental to students’ self-efficacy. The researchers asked the teacher candidates to
match photographs of students with various statements describing behaviors. The
photographs only showed the students’ upper torsos and heads, and all of the students
were similar in all characteristics outside of race and gender; that is, all of the students
were well-groomed and dressed in stylish t-shirts or polo shirts, and they were all 15-17
years old. When asked to identify the student “most likely to commit a crime before
graduating from high school,” 48% of Black males and 17% of White males were
identified. When asked to identify the students most likely to have gang affiliations, 39%
of the respondents identified the Black male and 24% of the respondents selected the
Asian male. Even at the college level, McGee and Martin (2011) reported that Black
college males at historically White institutions described feeling obligated to defend their
moral character and the social perceptions that they, despite performing very well in
highly competitive programs, were cheating and stealing in order to succeed. If teachers
perceive Black males to have an inferior moral fiber, this demoralization will inevitably
affect their performance in the classroom and their academic self-efficacy since they
believe that their teachers do not truly believe they are on the same level as their White
peers.
Teacher Self-Efficacy
Richardson (2001) defined teacher self-efficacy as belief in their ability and
effectiveness in educating students. Teacher efficacy has characteristics similar to selfefficacy in that when people form beliefs about their capacity to perform at a given level
of competence, they are more likely to reach those levels. Having high self-efficacy
tends to translate into having high teacher efficacy; according to Ross and Bruce (2007),
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teachers with high self-efficacy not only set higher goals for themselves and their
students but also worked harder to achieve those goals, demonstrating persistence in the
face of obstacles. Gordon (2001) linked teacher self-efficacy with student achievement
and stated teachers with high levels of self-efficacy were linked to high student
achievement. Attitudes of 96 high efficacy teachers were compared with those of 93 low
efficacy teachers. Among other behaviors and attitudes, the researcher found high
efficacy teachers were more likely to expect improved student behavior, to have positive
attitudes toward difficult students, and to believe they had the ability to manage
misbehavior.
Ross and Bruce (2007) described several characteristics of efficacious teachers.
First, they had a willingness to try new ideas to meet students’ needs even those strategies
that seemed challenging and involved sharing control with students. Additionally, they
were less critical of students when they made mistakes, and they viewed these mistakes
as opportunities for growth rather than as marks of defeat. Furthermore, highly effective
teachers foster an environment which encourages student autonomy and enthusiasm.
Although the positive impact on student learning may not be immediately seen, the
persistence of the highly effective teacher ultimately results in higher student
achievement. The perception that Black male students are less articulate (Grant et al.,
2009; Morreale, Osborn, & Pearson, 2000) and are less inclined to think critically
(Rothstein, Jacobsen, & Wilder, 2008) than their other male peers inhibited teachers from
allowing Black male students to share autonomy.
Teacher efficacy speaks volumes of the future. To be an effective teacher
requires clear communication skills. Research by Morreale et al., (2000), showed that
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competence in oral communication both in speaking and listening is prerequisite to
students' academic, personal, and professional success in life. Teachers delivered most
instruction for classroom procedures orally to students. Students with ineffective
listening skills failed to absorb much of the material to which they were exposed. When
a teacher lacks the ability to communicate clearly, then student learning suffers. Of equal
concern, students who are unable to effectively ask for help from a teacher did not
receive it, and typically reticent students progressed more slowly despite what may be a
normal level of aptitude.
Effective teachers also work with students to develop bidialectism, the ability to
use two dialects of the same language. Teachers who allow prejudicial biases against
students who speak an African American dialect, sometimes referred to as Ebonics, to
interfere with teaching and communication will not be effective in helping those students
learn. Some of this negativity is tied to prejudicial biases against students who speak an
African-American dialect. Grant et al. (2009) cited various studies documenting the role
Ebonics plays in the accurate academic assessment of Black students. A 1973 study by
Hall and Freedle (as cited in Grant et al., 2009) showed that a portion of the achievement
disparity between Black and White students was related to the assessments themselves,
which were nearly always written in Standard English. In the study, students were given
reading comprehension tests; however, two different assessments were used—one was
written in Standard American English and the other was written in Ebonics. Black
students who were given the assessment written in Ebonics scored just as high as White
students who were given the assessment written in Standard English. Grant et al. (2009)
proposed that this study and several others indicated a need for appropriate assessment
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instruments to be developed for Ebonics-speaking students. Furthermore, Grant, Oka,
and Baker commented on the development of “bridge readers,” sets of books with stories
written in three ways: Ebonics, a mix of Ebonics and Standard American English, and
Standard American English. These bridge readers were successful in helping Ebonicsspeaking students learn to read; however, they were not adopted anywhere because of the
controversy surrounding the legitimacy of Ebonics as a dialect. Therefore, learning for
students who speak this dialect is impeded, whereas an effective teacher would work with
students to develop bidialectism.
Supporting the premise that effective teachers should not allow bidialectism to be
a barrier to learning is Oakland, California’s, 1996 Resolution on Ebonics highlights
controversy surrounding Ebonics and its effects on the achievement disparity. The
resolution proposed that students who spoke Ebonics be instructed in that language, while
also being instructed to become bilingual by learning Standard English. The goal of the
resolution was for teachers to understand that differences in language did not necessarily
indicate a learning deficiency. Just as Spanish-speaking students (who were less likely to
be labeled special-education students) needed English as a Second Language (ESL)
instruction, Ebonics-speaking students needed ESL instruction. While the resolution
initially passed, it eventually failed for two primary reasons: the expense involved in
providing ESL instruction to the large population of students who spoke Ebonics and the
rejection of the idea that Ebonics was a separate language. As a result, students who
spoke Ebonics continued to be perceived as less intelligent than their peers who spoke
Standard American English and continued to be assigned to special education classes
(Grant, Oka, & Baker, 2009). Data from the Office of Civil Rights show that Black
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students are far more likely to receive special education services than their White or
Hispanic peers (as cited in Aud, Fox, & Kewal Ramani, 2010).
To measure teacher efficacy, schools may assess a teacher’s ability to achieve the
major educational objectives, identified by the Report Card on Comprehensive Equity
[RCCE]. Rothstein et al. (2008) summarized the Report Card on Comprehensive Equity
ranked the eight major objectives of American schools and other institutions for youth
development and then quantified the gap between Black students and White students for
each. The rankings listed Critical Thinking Skills second in level of importance, with
Basic Academic Skills in Core Subjects ranked first in level of importance. Other goals
on the list included Social Skills and Work Ethic, Citizenship and Community
Responsibility, Physical Health, Emotional Health, Appreciation of the Arts and
Literature, and Preparation for Skilled Work. When quantifying the gap in Critical
Thinking Skills, they reported that around age 17, the mean score for Black students is at
the 25th percentile, whereas the mean score for White students was at the 56th percentile,
a gap of about 31 percentile points.
In investigating teachers’ views on the reasons for low achievement in their
school, Lynn et al. (2010) stated a lack of confidence held by some teachers about their
abilities to teach Black students successfully played a large role in the school’s culture.
Even though these teachers were deemed qualified to teach Black males, the teachers’
sense of helplessness and hopelessness seemed to undermine their efficacy.
Social Perceptions of Socioeconomics
The American Psychological Association (2014) defined socioeconomic status,
socioeconomic status (SES) as “the social standing or class of an individual or group”

28

and “is often measured as a combination of education, income, and occupation” (para. 1).
Examinations of SES often reveal inequities in access to resources and issues related to
privilege, power, and control. The widespread and consistent negative influence
associated with having a low SES highlights the need to examine this environmental
stressor (Miller & MacInstosh, 1999).
According to Baran (2012), 46% of Black males between the ages of nine and
thirteen attended high poverty schools, and 17% lived in extreme poverty, compared to
5% of their White peers. Furthermore, “Black males are more likely to grow up in
poverty and to be raised in homes where fathers are absent or unemployed, and mothers
are detached or chronically depressed” (NewsOne Staff, 2011, para. 13). White (2009)
called attention to, “Socioeconomic factors such as household income, nutrition, and selfesteem as significant elements impacting the academic achievement of Black males” (p.
2).
Although many people only think of financial status when considering SES, Kirp
(2010) noted that the descriptor socioeconomic involved social factors as well as
economic factors. A study by Ogbu (1991) indicated Black males’ underperformance
was attributed to "societal and school factors" such as Black poverty. One such “societal
factor” was low SES, which has been consistently associated with the underachievement.
In a study which showed the relationship between poverty and academic achievement,
White (2009) verified students who reported an annual household income of less than
$20,000 were twice as likely to report a D or lower average in school compared to those
in families making $50,000 or more per year. Additionally, the factor of race or ethnicity
was closely associated with that of poverty as a predictor of achievement.
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Kerensky (2012) stated that educators can easily identify more apparent signs of
trouble, such as sleeping in class or wearing the same clothes to school every day, when
thinking about the barriers in students’ pathways to achieving academic success. He also
commented on less visible predictors of low achievement, primarily social ones.
According to the students he interviewed, students’ economic status may engender a
culture of low expectations; once again the social and economic elements of SES were
clear. Students living in poverty often believed that they are destined for failure or for
minimum wage jobs and consequently lost motivation to try in school. In too many
American communities today, the circumstances and disadvantages caused by poverty
consume the lives of young Black males both personally and academically (Educational
Testing Services {ETS} & Children Defense Fund {CDF}, 2012).
Although low SES frequently predicts low achievement, many students with low
SES have high academic achievement. Miller and MacInstosh (1999) explored factors
that allowed some students to overcome environmental stressors such as poverty and
found that certain protective factors appear to strengthen educational involvement. Some
protective factors, such as positive relationships with parents and strong support from the
community, appear to assist low-SES students regardless of race; however, Miller and
MacInstosh found that racial identity and racial socialization were two protective factors
that specifically helped Black students to overcome such obstacles. Racial identity
concerns the need for Black students to “identify” with other Black students; that is, to
feel that they share common ground, which can give them strength. Racial socialization
involves teaching Black children how to handle inevitable negative responses of society
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to their race; they can either devalue themselves as a result of this hostility or rise above
the negativity and find success. The family is the chief source of racial socialization.
The importance of family relationships emerges as a powerful protective factor in
mitigating the negative effects of having a low SES. Edley and Ruiz de Velasco (2010)
showed that the amount of time Black males spent hanging out on street corners with
their friends after school is actually a better predictor of poor academic performance than
was family income. The parents of these students were totally responsible for the
financial make-up of the household these Black males are raised in from birth. Parents
were recognized as the students’ first teachers. Parents are responsible for creating
connectivity by exposing children to varied experiences, expanding their knowledge and
providing the interpretive framework for their ongoing learning (Barbarin, 1993).
Children spend most of their time and do much of their learning and developing outside
of the classroom; these experiences beyond the school walls shape how children fare in
class (Kirp, 2009). Studies (Child Trends, 2013; Hill & Taylor, 2004) showed that when
students had parental assistance with homework, they performed better in school. The
lack of parental involvement is a problem for many minority students due to the large
number of single-parent households, with 67% of Black children living in single-parent
households (Data Center Kids’ Count, 2011). Both internal and school-related challenges
emerge from socioeconomic circumstances.
The social perceptions that plague the academics of Black males include but are not
limited to low reading comprehension, poverty, single-parent households, uninvolved
parents, and lack of school readiness (Davis, 2003). Still, the socioeconomics related to
social perceptions which adversely affect Black males directly correlate to
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underperformance. According to White (2009), a wide variety of factors impacted and
identified the social perceptions associated with academic challenges of Black males, and
these factors could be evaluated through three different lenses:


individual factors such as socioeconomic status, nutrition, and self-esteem/identity
issues,



parental factors involving the level of parental participation in the child’s
education, and



school factors related to teacher perceptions. (p.1)

Students spent a large percent of their time and do much developing and learning outside
the classroom. Teachers often viewed what happens “on the outside” in light of how it
undermined the best efforts and intentions of teachers and administrators at their schools.
In order to provide strategies to address the numerous factors impacting the academics,
teachers must address the concerns with the socioeconomics related to social perceptions.
Goldsmith (2003) concluded that the following characteristics play a role in school
success or failure: race/ethnicity, social class, and gender.
White (2009) reported that on the National Assessment for Educational Progress
(NAEP) in eighth grade, 11% of Black males and 37% of White males scored proficient
in Reading. Capraro, Capraro, and Wiggins (2000) conducted a study to examine if
eighth-graders’ performance on standardized mathematics tests could be predicted from a
variety of variables, such as gender and socio-economic social perceptions. Challenges
from both the socioeconomic perspective and internal school factors play a major role in
influencing teachers’ perceptions of what causes the achievement disparity.
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The effects of socioeconomic status varied among ethnic groups but were found
to be consistently significant across racial lines. The disparity in achievement existed for
Black males at all income levels. Only 12% of Black fourth-grade males are proficient in
reading, compared with 38% of White males, and only 12% of Black eighth-grade males
are proficient (Gabriel, 2010). Black male students begin to underperform in academic
achievement in literacy and math at the elementary school level, especially after third and
continuing well into middle school (Baran, 2012). Schools formed essential links in the
sequence of opportunities to learn. It is necessary to understand the social and educational
forces that influence academic outcomes for this age group of adolescents. Mickelson
and Greene (2006) observed from their study, “The roots of Black males’
underachievement as eighth-graders have shown a lower level of academic performance
that begins to take shape even without socioeconomic disparities existing” (p. 1).
Additional Factors Influencing Black Males’ Underachievement
Readiness and School
The propensity of Black males to fall into achievement disparities with other
ethnic groups started long before middle school as previously noted. Children whose
preschool experience was more academically directed are retained less often than peers
(Marcon, 2002). Researchers (Educational Testing Service & Children’s Defense Fund,
2012; Moyer, 2013) showed Black males suffered academically as early as pre-school;
therefore, there was a greater need to provide early interventions for Black males. Kafele
(2012) reported that students with positive adult male figures in their lives with whom
they can identify. Males will look at their education favorably and the probability for
their success increases statistically. The question arose as to who the providers of proper

33

male direction, leadership, and structure would be. There must be unexplored
opportunities for Black males to succeed academically and address the disparities in
achievement between Black males and their white counterparts (Marcon, 2002).
The disparity between the performance of Black males and that of their white
peers is perceptible from the first day of kindergarten, and the gap widens thereafter
(Kirp, 2010). Howard (2008) affirmed, “The academic achievement of Black males in
Pre-K-12 schools has been the subject of a growing number of scholarly works over the
past two and a half decades” (p. 957). Data shows academic achievement disparities start
as early as preschool. According to Ferguson (2003), Black children arrived at
kindergarten with fewer skills than White children. National data (NAEP, 2011) revealed
that the Black-White test score disparity was roughly constant from primary through
secondary grades.
Teachers believed Black males faced a myriad of social perceptions other children
did not. These social perceptions facing young Black males were not purely educational
(Noguera, 2012). If reform strategies wanted to address the crisis of Black males, there
must be attention paid to not only to what is happening in schools but also to what is
happening outside of school hours to create social perceptions that impact Black males’
contribution to the academic underachievement (Martin & Jefferson, 2011). In terms of
their viability, measures such as poverty and income, socioeconomic level, family
factors, and behavioral problems of Black males presented greater challenges to teachers
than those measures experienced by their White peers (Barton & Coley, 2010).
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Culture and Environment
Research bears out that culture and environment in which children are raised may
play a role in their achievement levels. Black students begin school with smaller
vocabularies than their non-Hispanic White classmates (Jencks & Phillips, 2004). As a
result, these children enter school with decreased word knowledge that can affect their
language skills, influence their experience with books, and create different perceptions
and expectations in the classroom context. Determining readiness offers a serious
concern. The fact that many children come to school with sickness or hunger, without
adequate housing or social and emotional support, and from families in distress, made the
job of educating them much more difficult (Noguera, 2012). Black males faced a
plethora of social perceptions to overcome in order to be successful academically. These
social perceptions included difficult family lives, street culture, community violence, and
the lack of male role models outside professional sports and the music industry (Chiles,
2012).
In terms of the family life of Black males, the social perceptions were that the
parents of Black male students were less educated (Duncan & Magnuson, 2005; Norman,
2014) and were more likely to come from single parent homes (Barajas, 2011; James,
2012) than the parents of their other male peers. According to Duncan and Magnuson
(2005), the percentage of Black students entering kindergarten whose mothers were highschool dropouts (18%) is significantly higher than their White counterparts (7%),
although obviously lower than their Hispanic counterparts (35%). The primary
importance of parents’ educational attainment was related to socioeconomic factors. The
average annual earnings of an individual with 11 years of high-school (high school
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dropout) were approximately $19,000 and with a high school diploma was about
$26,000. In comparison, the average annual earnings of a college graduate were 2.3
times greater than those of the high school graduate (Rouse & Barrow, 2006). Barrow
and Rouse also concluded that “parental socioeconomic status has a causal effect on
children's educational outcomes” (sec. How Family Background Affects Educational
Attainment, para. 9).
Parental educational attainment affected children’s academic achievement level in
more ways than economics. Duncan and Magnuson (2005) reported that a connection
between parental education and cognitive development in children as young as three
months old was evident and verifiable. Studies cited in Linder, Ramey, and Zambak
(2013) (e.g., Entwisle & Alexander, 1996; Hill 2001; Wu & Qi, 2006) documented a
positive correlation between parents’ high expectations for their children’s school
performance and academic achievement level. Mothers who were single parents (and
who often had lower levels of education and socioeconomic status) held lower
expectations for their children’s grades than mothers in two-parent families. Parents of
Black males were not as involved in their lives as parents of their peers were radically
involved in their children’s lives. Such involvements entail supervising homework and
modeling an appreciation for learning. Instead of parents blaming teachers for
intellectually incurious children, parents have to become involved in their children's
education (Norman, 2014, p. 1).
In 2000, over a quarter of children in the United States were living in single
parent homes, with over half of Black children living in single parent homes (Barajas,
2011). Barajas cited multiple studies that postulated that children from single-parent
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homes typically scored lower on standardized tests, had lower grade-point averages, and
completed fewer years of schooling than their peers from two-parent homes. The Black
Family Initiative (2013) listed the following that more than 60% of Black males would
spend an average of five years of their childhood in a single-parent family. Outlining
some of the barriers to academic achievement inherent in single-parent homes, the Black
Family Initiative stated, “Because they are the primary and frequently sole source of
financial support for the family, single parents have less time to help children with
homework, are less likely to use consistent discipline, and have less parental control, and
all of these conditions may lead to lower academic achievement” (para.8). James (2012)
citied a widely reported statistic showed that a child growing up without both parents
provided twice the risk to have serious problems. Usually, the parent with the child was
the mother; therefore, the child was fatherless.
Marcon (2002) stated, “Compensatory early childhood programs such as Head
Start and state-sponsored pre-kindergarten for low-income families and preschoolers with
special needs are designed to help children acquire skills needed for later school success”
(p. 1). Impoverished students were said to have weaker language skills when they
entered the school system due to a lack of proper exposure to language development at
the home. Within the same study, the effects of students’ attitudes were also considered
in order to determine the relationship between academic achievement of Black males and
how they viewed themselves (White, 2009). Teachers’ lower expectations for minority
students were based on their perceptions of the students’ current performance rather than
the students’ potential to perform (Kober, 2001). Children had a tendency to meet, to
achieve, to fall below teachers’ expectations and perceptions of them. Maintaining high
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expectations for those students in poverty-stricken environments is a grave concern;
therefore, the social perception was that the parents of Black male students valued
education less (Usher & Kober, 2012) than that the parents of their other male peers.
As described in the discussion of the challenge of teacher low expectations for
Black males, there existed a strong positive correlation between parents’ high
expectations for their children’s school performance and academic achievement levels.
Usher and Kober (2012) noted that parents’ valuing the task their child was working on
increased the child’s motivation. Parental attitudes could also influence how children felt
about their ability to control their academic achievement levels; that was, whether they
felt that working hard could increase intelligence or achievement or they felt that
intelligence and achievement were static (Dweck, 2010; Usher & Kober, 2012). The
Black Family Initiative (2013) stated that students who viewed their parents as warm,
firm, and involved in their education earned better grades than their classmates with
uninvolved parents.
Access to learning has been problematic concerning Black male students. The
reality was that consistently most states and a number of districts do not provide the
necessary, targeted resources or supports for all students’ educational success (Schott
Foundation, 2010). Black males experienced opportunities to learn and contribute to
social responsibilities for their actions in the school environment.
Internal School Factors
On all of the indicators of academic achievement, educational attainment, and
school success, Black males are distinguished from other segments of the American
population by their consistent clustering in categories associated with failure (Schott
Foundation, 2010). In most schools and districts throughout the United States, Black,
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and in many cases Latino males, are overrepresented in educational categories typically
associated with failure and below par academic performance. Similarly, on those
indicators that are associated with success – enrollment in honors or gifted classes,
advanced placement courses, college enrollment and degree attainment, etc. – Black and
Latino males are vastly underrepresented.
A Brief Finding reported by The U.S. Department of Health and Human Services
(2008) concluded that Black males experienced social perceptions ranging from doing
poorly in school to being exposed to violence in the family or community. These
children entered school with decreased word knowledge that could affect their language
skills, could influence their experience with books, and could create different perceptions
and expectations in the classroom context. The negative stereotyping that hurts the selfesteem of Black males also can influence their teachers, who absorbed cultural messages
telling them that Black males were violent, apathetic about education, or incapable of
learning. It is only by fully embracing the complexity related to the social identities of
Black males that interventions could be devised and the institutions that served them,
particularly schools, could be transformed. Arnetha Ball (Educational Testing Sevices
and Children Defense Fund, 2012) asserted that to change low levels of achievement for
Black males, the attitudes of many of the teachers who were working with Black males
must first change. This change could easily come by looking closer at the standards
teachers set for Black males. Understanding why and how Black males have come to be
so marginalized is important particularly for educators, who are charged with supporting
and nurturing the intellectual and social development of Black males. Because of their
diverse populations, schools frequently have become the places where marginalization of
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Black males begins. Educators, policy makers, and parents serious about finding
solutions to the social perceptions confronting Black males must first understand how
educators, and Black males themselves, may be implicated in perpetuating these
hardships.
Research has suggested that when challenging behavior was exhibited by Black
males, severe response were likely to ensure (Dance, 2002; Noguera, 2014). Ann
Ferguson (2001) referred ethnographic research she conducted that showed Black male
students were more likely to be labeled as slow, unruly or generally problematic by
principals and teachers. Rather than such labels resulting in greater support or the
application of effective early interventions, Ferguson found that they were more likely to
result in the labels being internalized by the students upon whom they had been
affixed (Ferguson, 2001). Ethnographic research carried out within schools suggested
that many of the behaviors that were more frequently associated with males, namely
disruption, defiance and disengagement, were frequently cited by educators as the reason
for Black males being subjected to a disproportionate number of negative
sanctions (Carter, 2005; Noguera & Wing, 2008; Pollack, 2004 ). One of the behaviors
was the social perception that Black male students more often made a habit of being late
(Losen & Martinez, 2013) than their other male peers.
Class tardiness occurred among children in middle school. Entering the class late
may impact not only the student’s academics, but could also distract other students,
impede learning, and generally dampen class morale (Singh, 2011). Analyzing data from
over 26,000 middle and high schools in the United States, Losen and Martinez (2013)
estimated that approximately one out of every nine secondary school students were
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suspended at least once during the 2009-2010 school year. A large majority of
suspensions stemmed from minor infractions, such as disrupting class, tardiness, and
dress code violations. The serious implications of the high numbers of suspensions were
underscored research that correlated being suspended with dropping out (Balfanz, 2013).
Surprisingly, being suspended even once in ninth grade doubled the likelihood of
dropping out of school with a dropout rate of 16% for those not suspended in ninth grade
to 32% for those suspended just once.
Further compounding the gravity of the issue was the disproportionate number of
minority students who were suspended each year. Losen and Martinez (2013) reported
that 36% of Black male students with disabilities enrolled in middle schools and high
schools were suspended at least once in 2009-2010. They note a dramatic increase in the
percentage of suspensions of Black students in comparison to the increase in the
percentage of suspensions of White students since the 1972-1973 school years. The
24.3% suspension rate for Black students constituted an increase of 12.5, whereas the
suspension rate increased only 1.1% for White students. In addition to the vulnerabilities
associated with class status, empirical research also suggested that race and gender were
equally important to understanding the problems that beset Black males. Black males
were substantially more likely than Black females to be placed in special
education (Losen & Orfield, 2002), to be suspended or expelled (Gregory, Skiba &
Noguera 2010; Krezmien, Leone, & Achilles, 2006), and to dropout or be pushed out of
school (Meade, Gaytan & Noguera, 2009). They were also more likely than girls to
express a sense of disaffection from school and from learning generally (Pollard, 1993).
Furthermore, failure rates for Black males (and females in many cases) are much higher
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in schools where poverty rates were high and resources were limited (Noguera & Wing,
2008). One of the reasons dropout and failure rates for low-income Black males were
high is they were more likely to be concentrated in chronically underperforming schools
located in neighborhoods where poverty was concentrated (Bowen, Bowen, & Ware,
2002). These were the schools that Duncan had described as dropout factories and the
neighborhoods that sociologist Wilson described as home to the truly disadvantaged
(Wilson, 1987).
Maeroff (1988), Noguera (2003), and Payne (1984) documented how failure in
underperforming schools were normalized by the indifference of the school districts
served them and the dysfunctional cultures that were often allowed to flourish there.
Such schools were characterized by strained relationships between educators and
students, poor leadership due in part to high turnover among principals, an unwillingness
among teachers to collaborate and to take responsibility for learning outcomes, a lack of
discipline and motivation among students, and a lack of safety (Bauer, Guerino, Nolle, &
Tang, 2008). No other segment of population was as likely to be subject to incarceration,
school failure, persistent unemployment, or early death. Nor was there any other group
that was as likely to be castigated, shunned and vilified (Gibbs, 1988; Waters, 1990).
Institutionalized racism, economic marginalization, mass incarceration and gender
socialization within schools, families and communities worked in concert to perpetuate
the status and the vulnerability of Black males in American society. Though in recent
years there have been growing calls for action to be taken to address the plight of Black
males (Fergus & Noguera, 2011), in many communities and schools throughout the
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United States, the failure of Black males is so pervasive and persistent that it has been
normalized; it is increasingly accepted as a permanent part of the American social fabric.
Yet, it would be a mistake to frame Black males as merely victims of a racist and
indifferent system that continues to perceive Black males as being more disruptive in and
outside of school (Brow & Donnor, 2011; Denn, 2002; James, 2012) than their male
peers. Denn (2002) described the alarming contrast between the percentages of
disciplinary referrals for Black students in comparison to other groups relative to the
demographic percentages of the Seattle school district. For example, Black students
comprised 23% of the district's secondary schools’ population, whereas they accounted
for 44% of suspensions and expulsions in the district. Denn presented possible
explanations for this imbalance. One consideration was the differences in the cultures of
Black and White students’ home lives. “Classic classroom rules, established by a
predominately white system, reward sitting still, staying quiet and working
independently” (Denn, 2002, sec. “The Race Factor,” para. 3). However, various
administrators, teachers, counselors, and students commented on the differences in
accepted behaviors among Black and White students. Overall, they reported Black
students were louder, more active, and more direct than students of other ethnicities;
characteristics that were frequently interpreted as disruptive or disrespectful and that led
to disciplinary action. Some principals believed that ignoring inappropriate behavior to
avoid appearing racist or to improve their disciplinary numbers would be a disservice to
students. Brown and Donnor (2011) supported this idea and stated teachers have a
tendency to expect less of Black males because of Black males’ past behaviors and judge
them worse than other ethnic groups.
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The expectation of student disruptive behavior led to what James (2012)
designated as “moral panic” or “racialized moral panic” (p. 482). This disruption by
those termed “trouble makers”, could lead principals and teachers to take a hardline
approach when determining disciplinary actions.
Many of the behaviors that get Black males into trouble in school -- fighting,
defying authority figures, or selling drugs are venerated in the popular media and often
generate a sense of admiration and even envy from peers (Majors & Billson, 1992).
Some Black males embraced the stereotypes that were foisted upon them, and they
become participants in self-sabotage (Willis, 1981) and their own marginalization. To
fully understand how Black men were seen by others (including even other Black men)
and how they in turn may see themselves in a society where being ordinary or even
invisible (Ellison, 1995) is rarely possible for Black men, then educators must be willing
to acknowledge the ways in which the framing of black masculinity has conditioned
some Black males to accept the roles that society has assigned to them such as the social
perception that Black male students are more athletically gifted (Hodge, Burden, et al.,
2008; Hodge, Kozub, et al., 2008) than their other male peers. Harrison, Sailesb,
Rotichic, and Bimper, (2011) and James (2012) reported far too often sports are framed
as the red carpet pathway out of poverty and obscurity and into fame and fortune. Since
the nineteenth century, social perceptions of Blacks have portrayed them as athletically
superior but intellectually inferior to Whites. When educators perpetrated such social
perceptions (whether knowingly or unknowingly) they could cause students of color,
particularly Black males, to avoid academic pursuits (Hodge, Kozub, et al., 2008).
Hodge, Burden, et al., (2008) stated, “the plausibility regarding student athletes,
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particularly Black males, negative stereotypic beliefs about their intelligence, can lead
them to lower their expectations in academic contexts” (p. 204). Furthermore, Hodge,
Burden, et al. (2008) cited evidence that Black males accepted pervasive social
perceptions concerning their athletic and intellectual abilities. In their study, Black males’
agreement with two of six statements regarding athletic ability was significantly higher
than agreement of Whites, Hispanics, or females: “Ethnic minorities (African
Americans/Hispanics) are naturally better athletes compared to White/European
American athletes” and “Ethnic minorities (African Americans/Hispanics) dominate most
sports.” Black males were also more likely than Hispanics to agree that “White/European
Americans are naturally more intelligent compared to ethnic minorities (African
Americans/Hispanics)” (Discussion sec, para. 2).
James (2012) affirmed that athletics provided the most productive opportunities
for Black males to participate in school. Athletics offered a place to “fit in” and measure
up as a young man. When confined to familiar roles as athletes and entertainers, Black
males and the stereotypes that might have otherwise undermined them had they not
achieved fame and fortune, were valorized and, in some contexts, even idolized. Bhaba
(1983) explained the phenomenon by pointing out that in societies characterized by
domination and oppression, it is not uncommon for the subaltern, those who are shunned
and treated as objects of fear and scorn, to also become objects of desire. Phobia and
fetish exist in tandem as two sides of the same coin.
According to Smith (2004), Black males have found themselves in a critical
academic place.
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Among the many children in America who are at risk and likely to lack success in
school most often because they lack authentic educational opportunities Black
male student stands alone in terms of the accumulation of negative factors
affecting his future. The evidence is startling, and the sum of all these negative
factors is alarming (p. 49).
Levinson, Foley, and Holland (1996) argued that student identity formation within
school is a kind of social practice and cultural production which both responds to, and
simultaneously constitutes, movements, structures, and discourses beyond school. As
institutions that have been charged with the responsibility of preparing young people,
both academically and socially, for adult roles in society, schools can be transformed in
ways that make it possible for Black males to experience a degree of freedom from
stereotype and stigma that may be more difficult to achieve elsewhere. To begin to
counter the formidable factors confronting Black, sophisticated support systems must be
put in place so that it will be possible for Black males to thrive and advance (Noguera,
2014).
External Factors
According to Miller and MacIntosh (1999), school was an important factor in a
child’ success; however, the family was the basic institution through which children
learned who they were and who believed they could achieve. Clark (1983) supported
these statements and concluded family habits and interaction within the family affected a
child’s school performance. An accumulation of negative experiences might serve to
heighten the likelihood of Black boys failing in school. Nickerson and Kritsonis (2006)
cited parental involvement, time on task, and study habits as factors contributing to fewer
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academic achievements. Parental involvement was cited as having an impact on
academic success of Black males. Black males from low-income households and
communities were less likely to have access to such support systems and more likely to
have opportunities for mobility and success denied to them early on. Low-income Black
males have the highest infant mortality rates and are more likely than any other segment
of the population to be categorized as mentally retarded in school (US Department of
Health and Human Services, Office of Minority and Health, 2010). If minority and loweconomic students come to school with less ability to concentrate and put forth less effort
on schoolwork, making less academic progress during the year is to be expected. While
there is evidence that the achievement of middle-class Black males typically lagged
behind that of their White middle-class counterparts (Ferguson, 2001), in most cases, the
privileges associated with class did accrue to middle-class Black males and buttressed
them from the hardships that were more common among their lower class counterparts.
Middle-class Black males were more likely to come from families where fathers are
present and were more likely to have strong relationships with caring adults who acted as
advocates and mentors (National Fatherhood Initiative, 2012). Research suggested that
social capital generated through strong, positive relationships with family, friends,
teachers and coaches could serve as protective factors that shielded young Black men
from the well-known risks (Thomas & Stevenson, 2009).
Research has attested to the importance of study habits as a reflection of the
students’ culture in which the social perception was that Black male students tended to be
more oriented than their other male peers toward church and religion than to school and
religion (Bell, 2010; Glaude, 2010; Robinson, 2008). The PEW Research Center's Forum
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on Religion and Public Life, reported that 87% of Blacks affiliate with some religious
group and 79% rank religion as being very important in their lives (Glaude, 2010).
Kuykendall (1992) stated the Black church formed a significant social system in the
Black community. Many Black youth who were given significant roles to play in the
Black church developed strong bonds with church members and a positive social selfimage (Kuykendall, 1992). Robinson (2008) reintroduced this role of the church by
acknowledging that the church provided the values and community support to help
parents feel valued. After conducting a panel with community leaders, Bell (2010)
concluded that the church needed to take a stronger role in supporting Black males in
their education. However, some believe that the Black church, although once a primary
instigator for social change, is not as powerful or influential in the Black community in
the present (Glaude, 2010).
Nickerson and Kritsonis (2006) concluded as a result of their research, “If one
culture believes in a single person making way for the family, then that person is most
likely studying by themselves” (p. 3). The breakdown of the family unit contributed to
the social perception that Black male students were more prone to violence and gangrelated activities than their other male peers (Krisberg, 2005; Mazza & Overstreet, 2000).
Jones and Krisberg (1994) published data showing that young Black males had the most
elevated homicide victimization rate of any race or gender group (as cited in Taylor,
Smith, McNeil, & Taylor, 2006). According to Taylor et al. (2006), homicides involving
firearms were the leading cause of death for 15 to 19 year-old Black males since 1969,
and the rates more than doubled in the decade from 1979 (40 deaths per 100,000) to 1989
(85 deaths per 100,000). Gorman-Smith and Tolan (1998) found that 30% of Black
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males reported exposure to three or more violent events during the previous year. Mazza
& Overstreet, 2000) found that a majority of children who had experienced extreme
instances of community violence reported serious difficulty concentrating in school.
Schwab-Stone, Chen, Greenberger, Silver, Lichtman, and Voyce (1999) found that the
frequency of witnessing violence significantly predicted poorer school achievement.
Still, Mazza and Overstreet (2000) noted that exposure to violence did not always predict
weak academic achievement, citing Overstreet and Braun (1999) who found that students
who were exposed to violence but who came from families with high expectations for
academic achievement and/or from families with strong religious or moral backgrounds
often performed very strongly academically.
Principals’ Expectations and Perceptions
The importance of the role of principals in establishing a positive learning
environment for Black males is borne out by valid and relative reliable research.
Principals can set the stage to reverse the perception of Black males that they are
unsupported in their quest for recognition as capable students academically.
“Unfortunately, Black boys are often alone in their self-advocacy. They must combat the
negative stereotype that being Black and masculine does not match up with being smart
and going to school” (Varlas, 2005, para. 2). Black males presented an added challenge
for educators because they were not considered a subgroup, but rather a portion of a
subgroup that was struggling nationally, according to Kafele (2012). Leadership is a key
component in increasing academic achievement and closing the achievement gaps for
Black males (White, 2009). Fagerholm (2012) challenged teachers to think about what
Black male students could do rather than what they could not do. Schoolwide support
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from the leaders, to teachers, to peers is essential for higher achievement for students
especially Black males. Students need a nurturing environment where they feel secure
about learning. Principals should encourage culture that has high expectations for all.
School administrators should understand there are several social perceptions facing Black
males. Poor academic performance was the single strongest indicator for early warning
academic challenges (Noguera, 2002). According to Educational Testing Services and
the Children Defense Fund (2012), middle school years can be a turbulent developmental
time for youth; however, academically, the middle school years can either be filled with
difficulties or opportunities to reach academic success. According to Edmin (2012) the
world is inundated with scenarios that leave false social perceptions Black male students
must deal with when they enter classrooms. Black males are being socially stereotyped
and face a constant internal dilemma of fitting into expectations exemplifying these false
characteristics or finding spaces where they can engage in practices that are counter to
some principals’ perceptions of Black males’ achievement.
Research (Fremon & Hamilton, 1997; Lewis, Bonner, Butler, & Joubert, 2010;
Lynn et al., 2010) showed that some principals have a different set of expectations of
Black males and that their principals’ perceptions of academic achievement from this
group could become major discipline issues associated with Black males’. According to
Gordon, Iwamoto, Ward, Potts, and Boyd (2009),
Identification with academics is especially relevant to Black males given that this
group disproportionately experience more tracking into low-ability groups, are
socially and economically isolated from their classmates, receive more frequent
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and harsher disciplinary actions, and tend to be held in lower academic regard by
their teachers. (para. 3)
Principals’ expectations of Black males were often determined by relating
underperformance to discipline issues. “A 2004 study by the Schott Foundation, “Public
Education and Black Male Students: A State Report Card,” found that although Black
males made up only 8.6% of public school enrollments, they represented 22% of
expulsions and 23% of suspensions” (Varlas, 2005, para. 4). Smith (2012) quoted one
principal stating,
Only one out every eight Black boys in the fourth grade is proficient in reading,
compared to more than three out of every eight fourth graders who are white,
according to the 2011 U.S. Department of Education’s NAEP. By the time Black
boys reach the eighth grade, their rates of reading proficiency have fallen further,
with 11% reading at grade level”.
School principals who participated in Smith’s study stated that high expectations for
Black males’ behavior and academic performance would not change regardless of race,
gender, or discipline record. Principals must tap into the Black males’ personal and
social lives to address hidden issues preventing them from being academically inclined to
performance at or above grade level. Fenner (2010) argued that slow achieving students
were identified as spirited, playful, and sociable with a positive image of self. With this
view in mind, the self-efficacy theory examined self-regulation and motivation in
academic settings (Pajares & Urdan, 1996). Self-efficacy beliefs can be marked as the
self-perceptions that individuals hold about their capabilities in an academic situation
(Pajares & Urdan, 2006). Black males often felt they could not perform up to the
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standards met by their white peers. According to Jencks and Phillips (2004), “Black
children’s greatest enemy in the classroom is not their poverty, their history, racism, a
white curriculum, or teachers who do not understand them” (p. 110). Price (2011)
reported that Black male students battled negative perceptions and social expectations
that often hindered their achievement. Once principals grasped an understanding of how
to build their coping strategies to help decrease the effects of stereotyping and isolating
experiences on Black male students’ achievement could happen even though Black males
faced a number of social perceptions involving academic pressures, socialization,
friendships, sexuality and personal development, and living conditions among other
issues (para, 2).
Teachers’ Expectations and Perceptions
The social perception that Black males were less interested in education and selfimprovement than their other male peers has led Black males to undervalue the
educational structure and lower their expectations for a quality education (O’Connor,
1997; Ogbu, 1991). According to Ogbu’s (1991), cultural ecological model, Black male
students were less likely than their White peers to work hard in school because Black
males perceived a disparity in the rewards for their efforts. Consequently, Black students
might verbalize a desire to improve themselves through hard work and education, yet
they might demonstrate behaviors that are inconsistent with these stated values. This
inconsistency was what Ogbu termed “the attitude achievement paradox.” One student
summarized this paradox in practical terms, saying, “What can an education get you?
You can sell drugs and get the same amount of money in a couple of days that you make
in a couple of years when you going to school and all that” (O’Connor, 1997, p. 594).
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Not only do Black students perceive limited rewards upon graduation, but they also
recognize incongruities in their opportunities within the school structure itself (e.g.,
biased testing, textbooks, and counseling). Ogbu (1991) noted that some Black males
directed their focus away from academics and toward nonacademic endeavors such as
personal dress and grooming, athletics and dating, from which they give them a feeling of
success.
Llamas (2012) stressed that some ethnic groups presented classroom situations for
teachers that might result in teacher-student interaction that was rooted in inequality and
cultural incoherence. Neal et al. (2003) reported, Researchers have indicated teachers’
social perceptions and lack of cultural responsiveness can result in student psychological
discomfort and low achievement” (p. 1). Teachers’ misunderstandings of and reactions
to students’ culturally conditioned behaviors can lead to school and social failure. Irvine
(as cited in Graybill, 1997) noted that Black students often experienced conflict resulting
from a cultural disconnect with their schools: “the students’ language, behavior, and
learning style are Afrocentric while the teachers, administrators, and school structure are
Eurocentric (sec. “Cultural Discontinuity,” para. 3).
Ladson-Billings (1994) stated that teachers, particularly White teachers, who
found success in teaching students of color, shared some telling characteristics. First, they
interacted with communities of color outside of the school environment. This interaction
provided the White teachers with a fuller understanding of a culture outside their own,
making them more responsive to and understanding of their students. Secondly, effective
teachers avoided a predominance of reprimanding bad behavior in their classrooms;
rather, they focused on praising student achievement and recognizing potential. Ladson-
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Billings (1994) identified four marks of culturally competent teachers. Culturally
competent teachers recognized culture’s role in education, and they also take measures to
learn about their students’ culture and community. As a result of this knowledge,
culturally competent teachers used their students’ culture as a basis for teaching , and
they took the use of students’ local and global culture in their classrooms.
Howard (1999) addressed the need for teachers to examine their own racial
identity to enable them to become effective before becoming effective teachers of
students from other cultures. Observing that White teachers often have a difficult time
identifying how their ethnicity impacted their practice, Howard (2006) outlined three
“White Identity Orientations” that encompassed a few stated perspectives: the
integrationist and the transformationist. Integrationists may acknowledge White
dominance throughout history; however, they often stop short of recognizing the
continuing effects of White dominance in today’s society and social institutions, such as
schools. According to Melvin (2004), the seemingly noble mindset of White teachers
who sought to “help those less fortunate” could actually be masking the assumption that
minority students were in need of repair. In essence, this type of thinking validated the
idea that minority students need to become more “White.” To reach the tranformationist
stage, Howard asserted that White teachers must not only acknowledge the history of
White dominance but also “work through the negative historical implications of
‘Whiteness’ and create . . . a transformed identity as White people committed to equity
and social change . . . to become champions of justice and social healing” (p. 112).
Kailin (1998) analyzed the ways in which race informs many aspects of society,
particularly education. She commented on the impact of having a predominantly White
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teacher workforce as an alienating force: “children of color … are robbed of their role
models as they are taught by people who are usually divorced from or ignorant of their
communities and lived experiences and who may entertain negative stereotypes about
them” (sec. “An Anti-racist Perspective,” para. 6). Kailin proposed what she termed
“anti-racist” education in teacher education programs, a strategy that would give teachers
the opportunity to recognize and confront racism in their personal backgrounds and in
society as a whole and to become aware of its impact on their interactions with all
students.
In a subsequent study Kailin (1999) investigated perceptions of White teachers
concerning race at an urban school. The school’s student population was more than 50%
Blacks, although the teaching staff was 98% White. Both White and Black teachers have
denied the existence of institutional racism; however, they identified Black culture as the
primary reason for Black students’ educational failure. She concluded that, in spite of the
evidence pointing to race as a dominant factor influencing school culture, White teachers
may behave in ways (consciously or not) aimed at preserving the existing structures of
White dominance without identifying themselves as being racist. The point made by
Kaitlin was that race inherently affected teachers’ perceptions of their students on a
cultural level.
Neal et al. (2003) suggested that ethnicity and social class were characteristics
that frequently created negative perceptions, thereby instigating differences in attitude
toward and treatment of students from low socioeconomic and minority groups.
Teachers often limited or completely omitted positive feedback for students identified as
struggling or low-achieving and increased negative feedback. Additionally, teachers
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interacted less frequently with these students, expected and demanded less from them,
avoided calling on them in class, criticized them for failure more frequently than they did
other students, and allowed them to disengage by sitting farther away than high-achieving
students (Graybill, 1997). Teachers tended to lower their expectations of the academic
abilities of Black male students who did not speak Standard American English. By
contrast, teachers raised their expectations concerning the academic abilities of Black
male students who used standardized English (Neal et al., 2003).
Casteel (1998) analyzed the interactions of White teachers with their students to
determine if differences on the basis of race existed. The study included 417 seventhgrade students in public schools in southern Louisiana. Students were assigned to classes
on the basis of their scores on the previous year’s standardized reading test. The classes
selected were comprised of low-achieving students, primarily because these classes were
more racially balanced than other classes. Sixteen teachers, all White females, were
involved in the study. A total of 32 hours of observation time (2 hours in each teacher’s
class) were recorded and analyzed for the types of interactions occurring between the
teacher and students and for gender and race. The data showed that Black students
experienced more negative interactions with their teachers, while White students received
praise more frequently than Black students. Also, White students were provided clues or
extra help in answering questions more frequently than the Black students were provided
such help.
Oates (2009) explored various factors commonly attributed to affecting
achievement, including academic engagement, cultural capital, social capital, school
quality, and biased treatment. The first three of these factors measured characteristics
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that students brought with them to school, i.e., school preparedness. The last two
measured what happened “at school.” The results of Oates’ study suggested that the three
“school preparedness” factors were not significant contributors to the achievement,
whereas the last two factors, school quality and biased treatment, were. This finding
appeared to suggest that while many people blame what happened outside of school for
the underperformance of Black students, what happened at school was of much greater
importance as far as the achievement underperformance was concerned. Teacher bias,
Oates found, was also incurred negatively regarding socioeconomic status when
impoverished minority students were taught by financially affluent or middle-class White
teachers.
Outside of different treatment of students based on race in relation to the
academic work of the classroom, teachers’ response to student behavior differed in
relation to race. Irvine (2003) reported that teachers often overreacted to the behavior of
Black students, particularly Black males. When Black students “misbehaved” in class,
White teachers, informed by negative stereotypes in the media, frequently assumed the
worst and removed the Black students from the class, often having them sent them to
special education classes (Graybill, 1997). A consistent, pervasive, and striking disparity
was evident in the number of Black students comprising a school district’s total
population and the number comprising the same district’s special education population
(Arcia, 2007; Niskioka, 2013; Skiba, Michael, Nardo, & Peterson, 2002).
According to Serwatka, Deering, and Grant (as cited in Chung et al., 2008) the
number of Black teachers in a school negatively correlated with the overrepresentation of
Black students in special education programs, specifically the emotionally disturbed
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subcategory. Chung et al. (2008) also cited research that showed that the
disproportionality between the number of Black students and White students increased
when more than 60% of a school’s teachers are white. Mislabeling of student ability
based on race perpetuates the social perception that Black male students are better suited
than their other male peers to technical-vocational courses than more academically
oriented courses (Henfield & McGee, 2012; Nicolas, 2008). Chubbock (2004) speculated
that, “Schools may embrace philosophies and employ tactics that maintain a status quo,
whereby student groups categorized by gender, socioeconomic status, and behavior are
not encouraged to take classes deemed essential to entering college; these groups are
relegated into lower-level vocational classes” (p. 10). On the basis of race, gender,
social class, or other arbitrary factors, school counselors have been known to place
students into less rigorous educational tracks, thereby contributing to the difference in
Black males’ achievement levels (Henfield & McGee, 2012). According to Frazier (as
cited in Ford, 2011),
Things like poor kids and gifted programs just don't go together [in some people's
minds]. I mean, I think that people in their heart of hearts really think that, when
kids are poor, they can't possibly perform at the level of kids that are advantaged
because they haven't had certain kinds of advantages in their home. (p.31)
These types of perceptions communicate to minority students that they simply
cannot make it on “college path” or that certain career paths are not available to them.
Black males born into families that have had no college graduates could feel especially
vulnerable to this type of social perception (Henfield & McGee, 2012). In schools where
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Black students were underrepresented in upper level courses, social perceptions of their
intellectual inferiority might be reinforced (Nicolas et al., 2008).
According to the U.S. Department of Education Office for Civil Rights [OCR]
(2014), Black students were suspended and expelled at a rate three times greater than
White students. On average, 5% of White students were suspended, compared to 16% of
Black students. The duration of suspensions for Blacks students is often longer than the
duration of suspensions for White students. The OCR also reported that even in
preschool, the disparity in suspension rates is drastic with Black children representing
18% of the preschool population, but accounting for 48% of preschool children receiving
multiple out-of-school suspension. Comparatively, White students comprised 43% of
preschool enrollment but only 26% of preschool children receiving multiple out-ofschool suspensions. According to Skiba et al. (2002), Black students were more likely to
receive other forms of harsh punishment, such as corporal punishment, than other
students and less likely to be offered milder disciplinary alternatives, such as time out or
detention, than other students. Teacher’s treatment of student misbehavior might vary
between that administered to Black and White students because the number of referrals to
the office was significantly higher for Black students than for White students (Skiba et
al., 2002).
Teachers’ attitude of the social perceptions that Black males battle regularly and
consistently contributes to the underachievement. The Wallace Foundation (2012)
reported some males fall in the less advantaged category of students. To intervene for
these less advantaged male students, administrators could begin to address their
instructional needs by looking at the raw data to implement a rigorous curriculum for all
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students regardless of their background. Educators cannot overlook the persistent
achievement disparity between Black boys and their peers:
Regardless of race, gender, home environment or the community or housing
complex our students come fromhigh expectations for their behavior and
academic performance will not change. The expectation that our children will
performat a high level is set in stone, and our staff is committed to doing whatever
it takes to make sure our children succeed, regardless of the obstacles they
encounter, says Susan Schaeffler, founding principal of the D.C. KEY Academy
(para. 16).
Perceptions reflected and determined the goals that both students and teachers set
for achievement and affected standardized scores as well as other measures of
achievement (Ferguson, 2003). Teachers’ social perceptions and behaviors often
interacted with students’ beliefs, behaviors, and work habits in ways that widened the
Black-White test score disparity (Ferguson, 2003). The effect of teacher expectations on
student achievement might be magnified in a stigmatized group, such as girls or African
American students in regard to achievement in mathematics (Vandenbergh, Denessen,
Hornstra, Voeten, & Holland, 2010). In a study of the effect of teachers’ social
perceptions on ethnic minorities’ (which can by logical extension encompass racial
minorities) achievement in the Netherlands, Vandenbergh et al. (2010), found that
minority students in the classes of teachers demonstrating lower expectations for minority
students performed significantly worse than the ethnic majority students. In fact, all the
teachers in the study displayed some degree of prejudice toward their ethnic minority
students and held beliefs that these students had lower intelligence and less academic
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potential. The disparity in achievement widened as teacher bias increased. This study
inferred that the particular ethnicity or race was not the issue but the social perceptions
the teachers attributed to the students’ minority status.
These expectancy effects can take the form of self-fulfilling prophecies or selfmaintaining expectations. Self-fulfilling prophecies occur when a false image of a
situation elicits a behavior that confirms that image. Similar to the self-fulfilling
prophecy, the self-maintaining expectation occurs when negative expectations that may
be based on actual differences actually perpetuate that difference (Vandenbergh et al.,
2010). For example, if teachers believe that Black students will not perform as well as
their White peers because their past performance has been lower, then those expectations
actually contribute to the continuance of underperformance.
If these negative expectancy effects are true, then it seems plausible that positive
expectations can positively impact student achievement. Effective schools maintain a
strong mission that conveys high expectations for minority student achievement.
Teachers at these schools reflect on their teaching practices rather than blame students for
low achievement. Tomlinson and Jarvis (2014) analyzed qualitative data from three
schools that had success in promoting minority involvement in advanced courses such as
Advanced Placement courses. In all three cases, a common theme of high expectations
emerged. Teachers did not adopt a belief that their minority or economically
disadvantaged students would not achieve at high levels, thereby challenging the selfmaintaining expectancy. Teachers did not adopt a “sink or swim” philosophy for their
students or ignore the social perceptions the students faced. Rather the teachers believed
that their efforts led their students to high levels of achievement. The teachers did not
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expect their minority students to sacrifice their unique characteristics to fit a rigid
program or to conform to the norms derived from White definitions of success; instead,
they tailored their instructional methods and content to better fit their students.
Tomlinson and Jarvis (2014) identified characteristics of teachers who supported high
achievement in minority students:
operate from a strengths’ perspective rather than a deficit view of cultural difference
and poverty, who help students navigate the world of academic achievement without
sacrificing their cultural identities, who provide both the support and challenge
required for students to succeed at high levels, and who are flexible in response to
individuals and groups of students rather than expecting students to fit rigid programs
or profiles. . . . These factors are most effective when part of consistent school-wide
practices is grounded in a shared vision of student success. (p. 216)
The following statement affirms the need for educators to react on the behalf of Black
male students. Varlas (2005) affirmed the need the educator to act on behalf of Black
male students. “Unfortunately, Black males are often alone in their self-advocacy. They
must combat the negative stereotypical social perception that being Black and masculine
does not match up with being smart and going to school.”
According to Irvine (1985), teachers’ initial impressions about Black male students’
academic potential was negative and remained stable over time despite the students’
performance. Black male students could show strong evidence of the ability to achieve
academically, but this did not change teachers’ negative beliefs about these students.
Obiakor (1999) described multiple case studies in which low, often inaccurate teacher
expectations of minority students were connected to low achievement or failure by these
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students. When teachers have low expectations for students, they “are less apt to direct
instruction to [them], are less likely to tolerate non-attending behavior on the part of such
students, and tend to place fewer demands on them for classroom performance,
homework assignments, and overall academic effort” (Proctor, 1984). These social
perceptions were sometimes formed on the basis of superficial factors. Neal et al. (2003)
found that students walking in a style typically associated with Black culture (what the
researchers termed a stroll) were perceived as being lower-achieving and more
aggressive than students walking in a traditional manner. This perception of lower
achievement and higher levels of aggression applied even when teachers viewed White
students walking using a “stroll.” White students were perceived to be even lower
achieving than Black students when “strolling,” presumably because they were seen as
acting “acting Black.”
Results of Perceptions
Black males present an added challenge for educators because they are not considered
a subgroup, but rather a portion of a subgroup that is struggling nationally (Kafele, 2012).
As reported by Casserly et al. (2012), the signs that a teacher has low expectations
included the following:


Teachers permitted students to sleep or demonstrate inattentive behavior
in class.



Teachers accepted poor or incorrect answers from students.



Teachers displayed angry attitudes toward Black boys.

Dove (2012) stated, “The White House's new Initiative on Educational Excellence
for Black males, which addresses the alarming under-performance of Black students, is a
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game changer for millions of Black students” (para. 1). In order for this program, or any
other program, to be successful, it must consider and address the various social
perceptions Black males battle, such as their self-efficacy, socioeconomic and family
obstacles, and school-related issues.
Theoretical Framework
The theoretical framework for this study is based on two theories: Vrooms’s
Expectancy Theory (Vroom, 1964) and House’s Path-Goal Theory (House, 1971).
Hopper (2001) explained the Expectancy Theory of motivation suggested that human
beings are driven to accomplish a goal not only because it is perceived as desirable, but
also because the goal appears to be achievable. Individuals are constantly forming
expectations and making predictions about the trajectories of their futures. If a goal fits
into the framework of Black males’ expectations, appearing worthwhile and doable, the
majority of Black males tend to be motivated to reach it. Prihadi, Hairul, and Hazri
(2012) stated general self-esteem, defined as the way individuals assess themselves, is
based on the individual's perception of the way others assess them (a person is what
he/she thinks other people think he/she is). Accordingly, studies in school settings
indicated that the perception of teachers’ expectancy affected students' self-esteem.
Prihadi et al. (2012) found evidence that showed that students who perceived that their
teachers expected them to have high academic achievement would be likely to have
greater general self-esteem than students who perceived that their teachers expected them
to perform poorly or to be involved in disciplinary matters. Victor Vroom’s Expectancy
Theory maintained individuals have different sets of goals when they believe


There is a positive correlation between effort and performance.
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Favorable performances will result in a desirable reward.



The reward will satisfy an important need.



The desire to satisfy the need is strong enough to make the effort
worthwhile (Value Based Management, 2012).

Finnigan (2010) concurred the Expectancy Theory suggested that any impact on
motivation would be constrained by teachers' perceptions of their students' ability to learn
and about their own ability to influence learning.
The Expectancy Theory of motivation contained roots of Robert House’s PathGoal Theory. House believed when leaders [teacher] removed obstacles, clarified paths,
provided support, performance rewards were attained. Path-goal theory identified
effective leaders as those who helped their independents achieve goals. The underlying
assumption of Path-Goal Theory is derived from the Expectancy Theory where actions of
the dependents was contingent upon whether their efforts would result in a particular
outcome and whether they believe the payoff for doing their work is worthwhile.
Therefore, if school leaders (principals and teachers) are charged with narrowing the
achievement disparity, then a path-clearing mindset of Black males must be provided.
This issue must be addressed with urgency and treated as an American problem
(Noguera, 2012).
Summary
Leadership is a key component in increasing academic achievement and closing
the achievement disparities for Black males and their counterparts (White, 2009). Brown
(2013) citied principal Donna Fagerholm, stating teachers should be challenged to think
about what Black male students could do rather than what they could do. Schoolwide
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support from the leaders to teachers to peers was essential to ensure higher achievement
for Black male students, especially Black males. Students need a nurturing environment
where they feel secure about learning. Teachers should encourage a culture that has high
expectations for all. School administrators understand there are social perceptions that
Black males face. Poor academic performance is the single strongest indicator of an
early warning sign for academic challenges (Noguera, 2002). According to Educational
Testing Services and the Children Defense Fund (2012), middle school years can be a
turbulent developmental time for youth; however, academically, the middle school years
can be filled either with difficulties or with opportunities to reach academic success. The
world is inundated with scenarios that leave false perceptions of Black males that some
middle school students must deal with when they enter classrooms (Edmin, 2012). Black
males are being socially stereotyped and face a constant internal dilemma of fitting into
expectations exemplifying these false characteristics or finding spaces where they can
engage in practices that counter some principals’ perceptions of Black males’
achievement.
Brown and Donnor (2011) found that some principals have a different set of
expectations for Black males than for others, and the principals’ perceptions of academic
achievement by this group could become tainted based on major discipline issues
associated with Black males. According to Gordon et al. (2009), “Identification with
academics is especially relevant to Black males given that this group disproportionately
experience more tracking into low-ability groups, are socially and economically isolated
from their classmates, receive more frequent and harsher disciplinary actions, and tend to
be held in lower academic regard by their teachers” (para. 3). Principals’ expectations of
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Black males are often determined by relating underperformance to discipline issues. The
Schott Foundation’s 2004 study “Public Education and Black Male Students: A State
Report Card,” found that although Black males made up 8.6% of the public school
enrollment, Black males represent 22% of expulsions and 23% of suspensions” (Varlas,
2005, para. 4). Smith (2012) quoted one principal who stated that only 1 out of every 8
Black boys in the fourth grade was proficient in reading, compared to more than 3 out of
every 8 fourth graders who were White, according to the Alliance for Excellent 2011
NAEP’s Report.
By the time Black males reach the eighth grade, their rates of reading proficiency
have fallen further, with only 11% reading at grade level (Smith, 2012). School
principals in this study stated that high expectations for middle-school school Black
males’ behavior and academic performance would not change regardless of race, gender,
or discipline record. Teachers must tap into the Black males’ personal and social lives to
address hidden issues preventing them from being academically motivated to perform at
or above grade level.
Smith (2007) acknowledged Black male students battle negative perceptions and
social expectations that often hindered their achievement. Once teachers grasped an
understanding of how to build their coping strategies to help minimize the effects of
stereotyping and isolating experiences for Black male students, then achievement can
take place. Black males face a number of social perceptions involving academic
pressures, socialization, friendships, sexual and personal development, and living
conditions, among other issues. According to Williams (2009), teacher interactions and
perceptions of behavior were important determinants of Black males' academic success.
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Lynn et al. (2010) reported teachers’ perceptions of the challenges of Black males and the
teachers’ statements that they did not believe Black male students could learn created a
disheartening belief in some students. Many of the teachers believed these students were
not motivated for school and did not have an interest or seem to care about school.
“Literature shows teachers’ beliefs about students have a critical impact on their ability to
teach Black male students” (Lynn et al., 2010, para. 4). As a rule, children seemed to live
up or down to the standards of adult perceptions, and research bores out that students
could quickly detect what was expected of them (Fremon & Hamilton, 1997). Phillips
(2000) reported many educators stated and agreed that when low expectations on the part
of teachers exist, a huge difference in test scores was seen. Teacher expectations are
associated with student achievement outcome. What teachers perceive is essential.
According to Ferguson (2003), “Teachers’ perceptions and behaviors interact with
students’ beliefs, behaviors, and work habits in ways that help contribute to the BlackWhite test score gap” (p. 1).
Teachers’ expectations and perceptions of students impact academic achievement
(White, 2009). When teachers become stereotypical in their perceptions, students can
very easily be treated inappropriately. This inappropriate treatment can be prevented;
thus preventing teachers from forming inaccurate perceptions of individual students
(Ferguson, 2003). Stereotypes tend to bias a person’s perceptions. Perceptual biases may
lead the teacher to evaluate the student even more favorably than is warranted by the
student’s performance. Some researchers have found stereotypes can undermine
academic performance by Black males (Phillips, 2000). Davis (2003) asserted, “Males
are treated differently than girls as early as pre-school, and that throughout primary
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school, they receive lower ratings by teachers for social behavior and academic
expectations” (p. 21). Smith (2007) stated many educators, through their race and class
biases, had developed low expectations, misconceptions, and false assumptions about
students of color and economically deprived students based on gender. Such assumptions
often interfered with low expectations that hindered the learning accomplishments of
these students.
Farkas (2003) identified stereotypes as negative or positive. The threat and
stigmatization of a stereotype are important phenomena in relation to a student’s learning
experience. Stereotypes clouded teachers’ perceptions of Black males’ capabilities.
Teachers’ perceptions of their students played an important role in students’ academic
successes and/or failures (Farkas, 2003). Often teachers’ perceptions of Black males
were communicated so as to distinguish high achievers from low achievers. Hayes
(2010) and Lynn et al. (2010) performed observations of classrooms where teachers
treated low achievers differently than they treated high achievers. Teachers’ attitudes
toward certain students can have significant positive effects or significant negative effects
on student performance in the classroom and on achievement tests. Some teachers feel
overwhelmed by the social perceptions of Black males as related to a lack of motivation,
no present role model, and a lack of empowering programs (Kafele, 2012).
Ferguson (2003) revealed that teachers’ expectations for success were higher for
White students than for Black students. Teachers’ initial impressions about Black male
students’ academic potential were negative and remained negatively stable over time
despite the students’ performance. Teachers’ beliefs about teaching Black male students
were also influenced by their perceptions of students’ prior academic performance,

69

socioeconomic status, and race (Lynn et al., 2010). Research from studies have shown
teachers argue that students’ lack of preparedness, lack of appropriate skills, negative
dispositions toward learning, and lack of effort contributed to their failure to achieve at
high levels (Lynn et al., 2010).
As instructional leaders, principals play a central role in ensuring teachers
understand and employ assessment practices that measure, monitor and improve student
achievement. Some argue that schools simply do not have the capacity to close the
achievement deficit because they only reflected inequities in the larger society. Teachers
argue that although schools receive much of the blame, the gap is more the result of
social class characteristics that are beyond the control of even the best schools and
teachers (Bartoletti, 2007).
Black males are often placed in schooling environments that are very different
from their home environments, and how these students negotiate within these
environments is central to the students’ success. The opportunity to learn within these
environments is influenced by teachers’ perceptions of the challenges these students face.
Because Black male students are performing below grade level, there is an urgent need to
identify the perception of principals and teachers regarding these social perceptions of
Black male students and to determine if the perception of principals and teachers has any
impact on the achievement of these students.
Baran (2012) reported Black males find themselves notably behind their White
peers academically. Persistent achievement gaps in reading and math have been
documented in both fourth and eighth grades. A majority of schools in both local
districts and states that are not making targeted investments to provide the core resources

70

needed for Black males (Schott Foundation, 2010). An Initiative to Start the Opportunity
to Learn Fund has seven major objectives, including increasing the percentage of high
poverty, high minority districts that will meet NCLB outcomes (Schott Foundation,
2011). Data exist showing the lack of opportunity to learn starts in the earliest years.
“Providing all students a fair opportunity to learn is grave for goals of systemic education
reform, transformative innovation, and consistent progress. As a nation, achieving those
goals cannot include Black male students continuing to be concentrated in schools and
classrooms where there are few opportunities for them to excel” (Schott Foundation,
2011, para. 4).
According to Kerensky (2012), the first step to breaking down the barrier of low
perceptions of the performance capabilities of Black males is identifying how students
discover and/or believe in their own potential. If educational leaders can help convince
young Black males and all students at risk they can succeed and have choices, their
resignation will soon transform to anticipation of a brighter future, and the cycle of
failure due to low perceptions is broken. A widespread of social perceptions can
negatively contribute to the underachievement of Black males’ successes and sometimes
the same factors when addressed by educators could contribute to the achievement of
Black males’ successes. The effort to bring about improvement with Black males is a
journey, not a destination (Brown, Williams, Marxer, Spiker, Chang, Feldman, & Budi,
2012). Smith (2007) declared, “These are all our children and we will pay for or benefit
by whatever they become”. This quotation indicates the journey belongs to more than
just parents. Principals’ and teachers’ perceptions of Black males, in addition to the
socioeconomic challenges these individuals battle, directly affect their achievement and
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contribute to the nation being at risk in education. Principals’ and teachers’ perspectives
of the Black males support their preconceived notions that these students experience
social perceptions that impact and exacerbate achievement disparities. Whether these
perceptions and expectations are based on personal prejudices or experiences they are
nonetheless powerful contributors to student failure or success and therefore demand
further examination. These social perceptions work together affected principals’ and
teachers’ conceptions of Black males’ abilities, skills, and aspirations (James, 2012).
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Chapter 3
Methodology

Research Design
This quantitative study was designed to investigate the perceptions of principals
and teachers regarding the impact of a set of 15 widespread social perceptions on the
academic performance of Black male students at the elementary, middle, and high school
levels. A secondary purpose was to identify the commonalities or differences of the
perceptions regarding Black males among these two groups-principals and teachers. The
study sought to answer the following six specific research questions:
1. Given 15 social perceptions concerning Black male students, which do
educators regard as having the most negative impact on these students’ learning?
2. Do the perceptions regarded as having the most negative impact on these
students’ learning differ by the respondent's position, ethnicity, age, years of experience,
highest degree, and level of students served?
3. Given 15 social perceptions concerning Black male students, which do
educators regard as having the most negative impact on these students’ learning?
4. Do the perceptions regarded as having the least negative impact on these
students’ learning differ by respondent's position, ethnicity, age, years of experience,
highest degree, and level of students served?
5. Given 15 social perceptions concerning Black male students, which do
educators regard as the ones that schools can most effectively correct and what specific
corrective strategies do these educators recommend?
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6. Do the perceptions regarded as the ones that schools can most effectively
correct differ by respondent's position, ethnicity, age, years of experience, highest degree,
and level of students served?
To be discussed in the remainder of this chapter are 1) the structure of the
instrument used to address the study’s purpose, 2) the nature and extent of the sample to
draw from 3) how the data was be collected from this sample and 4) the analytic
procedures applied to the data with respect to each of the study’s research questions.
Population and Participants
For the purpose of this study, the researcher used convenience sampling to select
and invite principals and teachers from five school districts in the southeastern region of
the United States. One of the five districts has 13 e1ementary schools and 10 secondary
schools, and the other four districts have 1 elementary school and 2 secondary schools
each.
The sample population consisted of 136 principals and 443 teachers. The
elementary grade level had 214 participants, middle school had 131 participants, and the
high school level had 231 participants, about forty two participants did not identify their
level served. To select the participants for the study, the researcher initially
electronically contacted the superintendent of each of the 5 school districts to acquire
permission to conduct the study in the district. In districts where the superintendent
approved the study, the building lead administrator (principal) of each school was
contacted. The building level administrator was asked to participate in the study and to
assist in electronically distributing the survey to teachers. District superintendents,
principals, and teachers agreeing to participate in the study were asked to sign consent-to-
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participate forms. The consent forms for superintendents and principals were sent via
email from the researcher. The consent form for teachers was included in the survey. To
improve the survey return rate, a follow-up email was sent to principals asking them to
assist in encouraging participation and completion of the survey.
Instrumentation
A survey entitled “Social Perceptions of Black Males that Impact Their
Learning” was used to collect data from principals and teachers regarding their
perceptions of the challenges faced by Black male students. The survey is a 15-item
instrument composed of 3 parts: demographics, 15 statements regarding social
perceptions, and strategies to be used to correct these perceptions. The survey was
developed by the researcher to determine the degree of negative impact 15 select social
perceptions have on Black males’ learning found in the literature and strategies to address
those social perceptions schools can most effectively change. Additionally, the survey
captured demographic information, allowing the researcher to identify gender, age,
ethnic/racial identity, education level, current position/years at current position, and grade
level of current school of responding principals and teachers. The surveys were
administered online using SurveyMonkey, a web-based survey collection company.
Survey Reliability and Validity
A survey was adopted to gather descriptive and comparative data for the purpose
of reporting principals’ and teachers’ ranking of 15 select social perceptions faced by
Black male students. The validity of this survey was estimated using a content validation
approach including 33 subject matter experts (SME). A pilot of the survey was
administered to the SME. These SMEs used the original document to determine if each
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item on the survey captured the overarching construct of social perceptions to academic
success to Black male students. Participants were required to provide input in 2 areas: 1.
readability of the survey (if taken does it make sense to the average person) 2. content
validity (are the responses reasonable and logical). Once these determinations addressing
the readability index were made, the language and content of the survey was adjusted
according to SME’s survey results.
Data Collection
The survey was sent to principals who completed a consent form, and principals
were asked to distribute the 3-section survey to teachers who completed a consent form
online through web-based collection software: SurveyMonkey. The participants were
also asked to respond to items ranking the top five perceptions using a Likert-type scale
where the first choice = 5, next = 4, next = 3, next, = 2, last = 1, all others = 0. This
process was used to rank the 15 select social perceptions with the most negative impact
on learning, 5 social perceptions with the least negative impact on learning, and the 5
social perceptions schools can most effectively correct. Strategies which can be used to
correct these perceptions were identified by the participants. Chart 1 is a graphic outline
of the research questions, the survey questions, and how they were statically analyzed.
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Chart 1
Survey Development of the 15 Social Perceptions
Research Question
Survey Question
RQ 1
Section 2, Item Set A

Analysis
Friedman ANOVA/
Wilcoxon follow-up
Mann-Whitney U tests or
Kruskal Wallis test as
appropriate
Friedman ANOVA/
Wilcoxon follow-up

RQ 2

Section 2, Item Set A
analyzed by demographics

RQ 3

Section 2, Item Set B

RQ 4

Section 2, Item Set B
analyzed by demographics

Mann-Whitney U tests or
Kruskal Wallis test as
appropriate

RQ 5

Section 2, Item Set C

Friedman ANOVA/
Wilcoxon follow-up

RQ 6

Section 2, Item Set C
analyzed by demographics

Mann-Whitney U tests or
Kruskal Wallis test as
appropriate

Data Analysis
Given the rank-order nature of data, nonparametric statistical procedures were
employed to answer the research questions that are quantitatively-oriented. As Research
Questions 1, 3, and 5 concern differences in the rankings of 15 social perceptions, the
Friedman test—the nonparametric alternative to the one-way repeated measures analysis
of variance—were employed to determine whether any difference in the items rankings
are observed. To pinpoint which specific items differed, the omnibus Friedman test was
used to follow up with a series of Wilcoxon signed-rank tests on different combinations
of the item rankings. For Research Questions 2, 4, and 6, non-parametric analogs for the
t-test (Mann-Whitney U test) and the Analysis of Variance (Kruskal-Wallis test) were
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employed as appropriate to determine whether any of the demographic grouping
variables cited mediate the respondents’ ranking of the 15 social perceptions.
Summary
Three is the methodology chapter with an introduction stating the design of the
study, describing the selection of the population and participants, the instruments used in
the study, six research questions, research design, validity and reliability sections, the
data collection procedures, a description of the quantitative analysis procedures employed
to analyze the data/statistics and method of data analysis, and the summary.
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Chapter 4
Results
The purpose of this study was to investigate the thinking of teachers and administrators
about how a set of largely negative social perceptions about Black male students might
impact their learning. The six specific research questions following were derived from
this general purpose:
1. Given 15 social perceptions concerning Black male students, which do educators
regard as having the most negative impact on these students’ learning?
2. Do the perceptions regarded as having the most negative impact on these
students’ learning differ by the respondent's position, ethnicity, age, years of
experience, highest degree, and level of students served?
3. Given 15 social perceptions concerning Black male students, which do educators
regard as having the least negative impact on these students’ learning?
4.

Do the perceptions regarded as having the least negative impact on these
students’ learning differ by respondent's position, ethnicity, age, years of
experience, highest degree, and level of students served?

5. Given 15 social perceptions concerning Black male students, which do educators
regard as the ones that schools can most effectively correct and what specific
corrective strategies do these educators recommend?
6. Do the perceptions regarded as the ones that schools can most effectively correct
differ by respondent's position, ethnicity, age, years of experience, highest degree,
and level of students served?
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After a brief description of the sample of teachers and administrators who chose
to participate in this study, the chapter will then turn to outlining the analytic procedures
and providing the statistical outcomes pertinent to answering the six research questions
previously described. A brief synopsis of what was learned from these analyses will
conclude the chapter.
Description of Sample
As noted in Table 1, over 600 individuals—of whom nearly three-fourths were
teachers (71.7%) and the remainder principals, assistant principals and “other” school
personnel (22.1%)—provided at least some usable data with respect to responding to the
study’s six research questions. In terms of their genders, over 70% of all respondents
identified themselves as female (70.7%) and the rest male (24.1%). As regards their
declared ethnicities, Whites/Caucasians (at 62.4%) were observed to outnumber those of
other ethnicities/races by nearly two-to-one, the most numerous of these “other”
ethnicities being African American (29.1%). In terms of their years as an educator, the
group was slightly skewed towards those having more rather than less experience, with
nearly 55% of the sample having been in education more than 10 years (54.7%) and the
remainder having been in education 10 or fewer years (38.3%). With respect to their
highest level of degree attainment, about one-third of the sample had at least a Bachelor’s
Degree or a Bachelor’s Degree plus additional semester hours (33.4%), while the
remainder professed to have at least a Master’s Degree (41.0%) or had achieved some
level of formal education above the Master’s Degree (19.1%). Finally, in terms of the
educational contexts in which these respondents’ judgements were formed, about 35% of
the sample indicated that their schools served mostly elementary grades (34.6%), slightly
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more than 20% indicated that their schools served mostly middle-level grades (21.2%),
and the remainder of the sample indicated that their schools served mostly high school
grades (37.4%).
Data gathered from this rather large group of teachers and administrators were
analyzed using the non-parametric statistical procedures described in the third chapter.
Results issuing from these procedures—namely, the Friedman Analysis of Variance
(ANOVA), the Wilcoxson Signed Ranks Test, and the Mann-Whitney U Test—have
been organized into a series of tables and graphs and, with respect to the six research
questions previously mentioned, sequentially presented in the following narrative.
Research Question 1:
Given 15 social perceptions concerning Black male students, which do educators
regard as having the most negative impact on these students’ learning?
Inspection of the item-level statistics provided in Table 2 and the mean ranks
graphed in Figure 1 suggests marked variation in the way that respondents ranked the 15
social perceptions with respect to their perspective being the most negative. At one
extreme, mean ranks at or above 1.0 were observed for such items as (1) “More prone to
violence and gang-related activity” (ranked 1st to 5th most negative 57.4% of the time, M
Rank = 2.3); (2) “More disruptive in- and outside of school” (ranked 1st to 5th most
negative 47.3% of the time, M Rank = 1.5); (3) “Less interested in education and selfimprovement” (ranked 1st to 5th most negative 41.1% of the time, M Rank = 1.2); (4)
“Have innately lower intelligence than their peers” (ranked 1st to 5th most negative 31.4%

81

Table 1
Demographic Characteristics of Sample (N = 618)
Variable

n

%

443
136
39

71.7
22.0
6.3

Male
Female
Not Answered

149
437
32

24.1
70.7
5.2

20–35 years
36–45 years
46–55 years
56 Years or more
Not Answered

174
158
151
102
33

28.2
25.6
24.4
16.5
5.3

180
392
46

29.1
63.4
7.5

144
93
103
235
43

23.3
15.0
16.7
38.0
7.0

207
253
118
40

33.4
41.0
19.1
6.5

214
131
231
42

34.6
21.2
37.4
6.8

Position
Classroom Teacher
Administrator/Other School Personnel
Not Answered
Gender

Age

Ethnicity
African-American
White/Caucasian
Other Ethnicity/Not answered
Years as Educator
1 to 5 years
6 to 10 years
11 to 15 years
16 years and above
Not Answered
Highest Degree
Below Masters
Masters
Above Masters
Not answered
Grade Levels Served
Mostly Elementary
Mostly Middle
Mostly High School
Not Answered
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of the time, M Rank = 1.2); and (5) “More likely to come from single parent homes”
(ranked 1st to 5th most negative 32.9% of the time, M Rank = 1.0). At the other extreme,
mean ranks at or above 0.1 were observed for such items as (1) “Make a habit of being
late” (ranked 1st to 5th most negative 4.3% of the time, M Rank = 0.1); and 2) “More
oriented towards church and religion” (ranked 1st to 5th most negative 5.3% of the time,
M Rank = 0.1).
As stated in the note to Table 3, formal testing of the 15 ranks using the Friedman
procedure confirmed what cursory inspection had indicated and pointed to one or more
pairs of statistically significant differences in the rankings (2(14) = 1210.49, p < .001).
Use of the Wilcoxson Signed Ranks procedure to test for differences among the 105 pairs
of dependent ranks revealed over 77% (that is, 81/105) of such differences to be
statistically significant at corrected alpha levels (that is, p = .05/105 or p < .001).
Moreover and as shown in Table 4, computation of the effect size statistics linked to
those differences revealed some 23 of the 81 observed differences to be substantively
meaningful (r >= .45, approximately equal to d >= 1.00 or a full standard deviation
difference between mean ranks). Expressed as correlations, the largest of these effect
sizes—specifically those at or above r = .60—were associated with comparisons
involving “Think less critically” (r = 0.60), “More prone to violence” and “More suited to
vocational-technical courses” (r = 0.63), “More often late” (r = 0.66), , and “More
oriented towards church and religion” (r = 0.66). While not as large but still robust,
noteworthy effect sizes were linked to comparisons involving five other perceptions:
specifically: “innately lower intelligence,” “less articulate,” “less interested in education
and self-improvement,” and “more likely to come from one parent homes.”
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Table 2
Percentage and Mean Rank of Most Negative Perceptions of Black Male Students (N =
601)

Rank Most Negative
Perception of Black Male Students

1st
%

2nd
%

3rd
%

4th
%

5th
%

M
Null
Rank
%

01. innately lower intelligence

15.0

5.8

3.8

2.0

4.8

68.6

1.2

02. less articulate

0.7

4.7

5.0

4.7

5.3

79.7

0.5

03. prone to violence/ gang-related activities

28.0 12.6

9.3

4.7

2.8

42.6

2.3

04. less socially responsible

2.2

6.7

5.7

6.3

6.0

73.2

0.7

05. less interested in education/self-improvement

5.5

9.0

10.3

8.8

7.5

58.9

1.2

06. more disruptive in- and outside of school

7.7

13.0 12.3

7.8

6.5

52.7

1.5

07. better suited to technical-vocational courses

0.5

1.3

3.0

3.2

1.5

90.5

0.2

08. more likely to come from single parent homes

5.3

7.0

5.8

9.3

5.5

67.1

1.0

09. raised by less educated parents

2.3

3.2

5.8

6.3

5.8

76.5

0.6

10. raised by parents who value education less

3.5

5.3

6.2

8.8

6.7

69.6

0.8

11. make a habit of being late

0.7

0.5

0.5

0.7

2.0

95.7

0.1

12. less inclined to think critically

1.0

2.7

3.0

4.2

3.8

85.4

0.4

13. more athletically gifted

2.5

2.2

2.3

3.8

7.8

81.4

0.4

14. less future-oriented

2.7

3.2

3.5

6.2

8.7

75.9

0.6

15. more oriented towards church/ religion

0.2

0.5

1.0

0.8

2.8

94.7

0.1
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Figure 1. Mean rank of most negative perceptions of Black male students: All respondents
85

Table 3
Summary of Friedman Non-Parametric Analysis of Variance and Post Hoc Testing of
Respondent’s Rank Ordering of Most Negative Social Perceptions of Black Male Students

Most Negative Perceptions
01. lower intelligence
02. less articulate
03. more prone to violence

01 02 03 04 05 06 07 08 09 10 11 12 13 14 15
  




      

   

 



           
  

04. less socially responsible

  



05. less interested in education



      

06. more disruptive

        
   

07. more suited to vo-tech courses



08. one parent homes

 

    

09. less educated parents

 



10. parents disvalue education

  



  

11. habitually late

 

12. don't think critically
13. more athletically gifted



14. less future-oriented



15. church/religion-oriented
Note. The Friedman test was highly statistically significant (2 (14) = 1210.49 p < .001), with the
results of follow-up testing shown in the table above. In those instances where these test results were
statistically significant at the corrected alpha levels (p < .001), cells with "up" arrows denote
comparisons where the mean rank for the numbered perception at left exceeds the mean rank for the
numbered perception above, while cells with "down" arrows denote comparisons where the mean
rank for the perception at left is lower than the mean rank for the perception above.
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Table 4
Effect Sizes Linked to Statistically Significant Comparisons of Most Negative Social Perceptions of Black Male Students

Most Negative Perceptions
01. lower intelligence
02. less articulate
03. more prone to violence
04. less socially responsible

02

03

04

0.33 -0.37 0.19
-0.58

05

06

07

08

0.42

09

10

11

12

13

14

15

0.25 0.16 0.46 0.36 0.32 0.26 0.47

-0.31 -0.41 0.18 -0.21

-0.15 0.31

0.31

0.55 0.40 0.33 0.63 0.45 0.56 0.51 0.66 0.60 0.59 0.54 0.66
-0.22 -0.33 0.28

0.38 0.20 0.17

0.39

05. less interested in education

0.45

0.27 0.18 0.50 0.38 0.34 0.30 0.51

06. more disruptive

0.51 0.22 0.37 0.28 0.56 0.47 0.45 0.39 0.57
-0.37 -0.22 -0.31 0.15

07. more suited to vo-tech courses

0.18

08. one parent homes

-0.20 0.15

0.45 0.29 0.28 0.19 0.46

09. less educated parents

0.34 0.15

0.34

10. parents disvalue education

0.41 0.24 0.21

0.42

-0.24 -0.27 -0.35

11. habitually late

-0.15 0.25

12. don't think critically
13. more athletically gifted

0.30

14. less future-oriented

0.35

15. church/religion-oriented
Note. Filled cells indicate differences that are statistically significant at p < .001. Cells that are both filled and shaded indicate
differences that are substantively important as well as statistically significant (r = .45; @ d = 1.00).
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Research Question 2:
Do the perceptions regarded as having the most negative impact on these
students’ learning differ by the respondent's position, ethnicity, age, years of experience,
highest degree, and level of students served?
Presented in Table 5 are the mean ranks of the 15 perceptions regarded as having
the most negative impact by the six subgroups named in the research question:
specifically, (1) “position” (grouped as teachers and others); (2) “ethnicity” (grouped as
Whites and non-Whites); (3) “age” (grouped less than or equal to 45 years and greater
than 45 years); (4) “years of experience” (grouped as less than or equal to 10 years and
greater than 10 years); (5) “highest degree” (grouped as less than a Master’s and Master’s
degree or higher); and (6) “grade level of students served” (grouped as elementary or
secondary). To determine whether any of the 90 possible comparisons of these six
subgroups by 15 ranked perceptions were statistically significantly different, a series of
Mann-Whitney U tests were performed, with the results presented in Tables 6 through 11.
Across all subgroups, somewhat fewer than one-fourth of these comparisons (that
is 21/90 or 23.3%) proved to be statistically significant at “conventional” alpha levels,
where p < .05: specifically, zero by respondent position, seven by ethnicity, three by age,
five by years of experience, five by highest degree, and one by level of students served.
However, at corrected alpha levels, where p < .05/15 or p < .003), only two comparisons
crossed the significance threshold. Both differences involving ethnicity, comparisons of
mean ranks reveal that, to a greater extent than their White counterparts, non-White
respondents tended to regard the perceptions that Black males are “innately less
intelligent than their peers of other ethnic groups” (U = 31821.5, z = -3.99, p < .001, r = -
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0.16, d = 0.32) and are “better suited to vocational-technical classes” (U = 34165.0, z = 4.14, p < .001, r = -0.17, d = 0.35) as having a greater negative impact on the learning of
Black male students.
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Table 5
Mean Rank of Most Negative Social Perceptions of Black Male Students for Respondent Subgroups by Position, Ethnicity, Age, Years
of Experience, Highest Degree, and Grade Level

Position
Most Negative Perceptions

Ethnicity

Teachers Others Whites Others
M Rnk

M Rnk M Rnk M Rnk

Age

Experience

<= 45

> 45

<= 10

M Rnk

M Rnk

M Rnk

> 10

Degree

Grade Level

< MA >= MA Elem

Secn

M Rnk M Rnk M Rnk M Rnk M Rnk

01. lower intelligence

1.27

1.10

0.99

1.65

1.05

1.43

1.04

1.36

1.02

1.35

1.21

1.24

02. less articulate

0.59

0.33

0.45

0.68

0.54

0.50

0.49

0.55

0.38

0.61

0.46

0.58

03. more prone to violence

2.36

2.49

2.49

2.11

2.37

2.34

2.19

2.55

2.17

2.50

2.40

2.41

04. less socially responsible

0.74

0.84

0.85

0.56

0.71

0.77

0.60

0.87

0.70

0.81

0.71

0.79

05. less interested in education

1.19

1.40

1.25

1.17

1.16

1.30

1.03

1.38

1.05

1.34

1.12

1.31

06. more disruptive

1.57

1.45

1.54

1.47

1.55

1.49

1.64

1.48

1.36

1.63

1.53

1.57

07. suited to vo-tech courses

0.25

0.26

0.15

0.41

0.19

0.32

0.17

0.32

0.31

0.23

0.28

0.24

08. one parent homes

1.02

0.95

0.98

0.97

0.92

1.09

0.92

1.06

1.00

0.99

0.91

1.05

09. less educated parents

0.67

0.49

0.62

0.61

0.63

0.61

0.70

0.57

0.70

0.59

0.64

0.59

10. parents disvalue education

0.82

0.95

0.95

0.60

0.86

0.81

0.85

0.85

0.85

0.85

0.89

0.83

11. habitually late

0.12

0.05

0.10

0.11

0.06

0.16

0.10

0.11

0.10

0.11

0.07

0.12

12. don't think critically

0.39

0.35

0.34

0.45

0.33

0.44

0.38

0.38

0.33

0.41

0.33

0.39

13. more athletically gifted

0.44

0.50

0.35

0.62

0.41

0.50

0.33

0.54

0.54

0.40

0.29

0.55

14. less future-oriented

0.57

0.71

0.66

0.43

0.58

0.62

0.61

0.58

0.64

0.58

0.55

0.63

15. church/religion-oriented

0.09

0.15

0.07

0.14

0.08

0.13

0.08

0.13

0.16

0.08

0.09

0.12
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Table 6
Results of Mann-Whitney U Test Comparisons of Most Negative Social Perceptions of Black
Male Students by Respondent’s Position

Most Negative Perceptions

Teachers
(n = 443)

Others
(n = 136)

U

Z

Mean
Rank

Sum of
Ranks

Mean
Rank

Sum of
Ranks

01. innately lower intelligence

292.0

129340.5

283.6

38569.5 29253.5 -0.61

02. less articulate

295.9

131062.0

270.9

36848.0 27532.0 -2.14

03. prone to violence

287.9

127529.0

296.9

40381.0 29183.0 -0.58

04. less socially responsible

289.2

128131.0

292.5

39779.0 29785.0 -0.25

05. less interested in education

285.4

126453.0

304.8

41457.0 28107.0 -1.32

06. more disruptive

292.0

129354.0

283.5

38556.0 29240.0 -0.56

07. suited to vo-tech courses

288.9

127979.0

293.6

39931.0 29633.0 -0.56

08. single parent homes

290.2

128547.5

289.4

39362.5 30046.5 -0.05

09. less educated parents

295.2

130793.0

272.9

37117.0 27801.0 -1.80

10. parents value education less

288.5

127796.5

295.0

40113.5 29450.5 -0.48

11. make a habit of being late

291.4

129088.5

285.5

38821.5 29505.5 -1.01

12. less inclined to think critically

292.0

129366.0

283.4

38544.0 29228.0 -0.84

13. more athletically gifted

288.8

127957.5

293.8

39952.5 29611.5 -0.44

14. less future-oriented

286.2

126784.5

302.4

41125.5 28438.5 -1.30

15. oriented towards religion

288.3

127737.0

295.4

40173.0 29391.0 -1.08

* p < .05. ** p < .01 *** p < .001.
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Table 7
Results of Mann-Whitney U Test Comparisons of Most Negative Social Perceptions of Black
Male Students by Respondent’s Ethnicity

Most Negative Perceptions

Whites
(n = 394)

Non-Whites
(n = 194)

U

Z

Mean
Rank

Sum of
Ranks

Mean
Rank

Sum of
Ranks

01. innately lower intelligence

278.3

109636.5

327.5

63529.5 31821.5 -3.99 ***

02. less articulate

289.2

113951.0

305.2

59215.0 36136.0 -1.52

03. prone to violence

303.7

119667.0

275.8

53499.0 34584.0 -1.97 *

04. less socially responsible

304.1

119809.0

275.0

53357.0 34442.0 -2.48 *

05. less interested in education

296.4

116779.5

290.7

56386.5 37471.5 -0.43

06. more disruptive

296.3

116760.0

290.8

56406.0 37491.0 -0.41

07. suited to vo-tech courses

284.2

111980.0

315.4

61186.0 34165.0 -4.14 ***

08. single parent homes

295.3

116333.5

293.0

56832.5 37917.5 -0.18

09. less educated parents

296.0

116609.5

291.5

56556.5 37641.5 -0.40

10. parents value education less

306.5

120776.5

270.0

52389.5 33474.5 -2.98 **

11. make a habit of being late

292.5

115255.0

298.5

57911.0 37440.0 -1.15

12. less inclined to think critically

289.5

114050.5

304.7

59115.5 36235.5 -1.65

13. more athletically gifted

286.6

112934.5

310.5

60231.5 35119.5 -2.35 *

14. less future-oriented

303.0

119365.5

277.3

53800.5 34885.5 -2.28 *

15. oriented towards religion

292.1

115097.5

299.3

58068.5 37282.5 -1.27

* p < .05. ** p < .01 *** p < .001.
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Table 8
Results of Mann-Whitney U Test Comparisons of Most Negative Social Perceptions of Black
Male Students by Respondent’s Age

Most Negative Perceptions

45 Years or Fewer
(n = 332)

More than 45 Years
(n = 253)

U

Z

Mean
Rank

Sum of
Ranks

Mean
Rank

Sum of
Ranks

01. innately lower intelligence

281.3

93389.5

308.4

78015.5 38111.5 -2.32 *

02. less articulate

298.3

99041.0

286.0

72364.0 40233.0 -1.23

03. prone to violence

296.3

98379.0

288.6

73026.0 40895.0 -0.57

04. less socially responsible

288.8

95888.5

298.5

75516.5 40610.5 -0.88

05. less interested in education

287.8

95547.5

299.8

75857.5 40269.5 -0.95

06. more disruptive

293.9

97580.0

291.8

73825.0 41694.0 -0.16

07. suited to vo-tech courses

285.4

94767.5

302.9

76637.5 39489.5 -2.43 *

08. single parent homes

286.3

95036.5

301.9

76368.5 39758.5 -1.31

09. less educated parents

293.8

97545.5

291.9

73859.5 41728.5 -0.18

10. parents value education less

295.7

98169.5

289.5

73235.5 41104.5 -0.54

11. make a habit of being late

288.8

95875.0

298.5

75530.0 40597.0 -1.94

12. less inclined to think critically

289.9

96256.5

297.0

75148.5 40978.5 -0.81

13. more athletically gifted

288.3

95704.0

299.2

75701.0 40426.0 -1.13

14. less future-oriented

290.3

96365.5

296.6

75039.5 41087.5 -0.59

15. oriented towards religion

287.3

95374.0

300.5

76031.0 40096.0 -2.42 *

* p < .05. ** p < .01 *** p < .001.
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Table 9
Results of Mann-Whitney U Test Comparisons of Most Negative Social Perceptions of Black
Male Students by Respondent’s Years of Experience

Most Negative Perceptions

10 or Fewer
(n = 237)

More than 10
(n = 338)

U

Z

Mean
Rank

Sum of
Ranks

Mean
Rank

01. innately lower intelligence

274.2

64988.0

297.7

100612.0 36785.0 -2.01 *

02. less articulate

285.5

67674.5

289.7

97925.5 39471.5 -0.42

03. prone to violence

273.1

64715.0

298.5

100885.0 36512.0 -1.90

04. less socially responsible

271.2

64271.0

299.8

101329.0 36068.0 -2.57 *

05. less interested in education

268.5

63634.5

301.7

101965.5 35431.5 -2.62 **

06. more disruptive

294.2

69730.5

283.6

95869.5 38578.5 -0.81

07. suited to vo-tech courses

277.8

65849.0

295.1

99751.0 37646.0 -2.37 *

08. single parent homes

281.0

66595.0

292.9

99005.0 38392.0 -1.00

09. less educated parents

297.2

70427.0

281.6

95173.0 37882.0 -1.48

10. parents value education less

286.9

67986.5

288.8

97613.5 39783.5 -0.17

11. make a habit of being late

286.0

67777.5

289.4

97822.5 39574.5 -0.68

12. less inclined to think critically

291.2

69009.0

285.8

96591.0 39300.0 -0.62

13. more athletically gifted

275.8

65366.0

296.6

100234.0 37163.0 -2.14 *

14. less future-oriented

284.8

67499.5

290.2

98100.5 39296.5 -0.51

15. oriented towards religion

284.1

67331.0

290.7

98269.0 39128.0 -1.19

* p < .05. ** p < .01 *** p < .001.
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Sum of
Ranks

Table 10
Results of Mann-Whitney U Test Comparisons of Most Negative Social Perceptions of Black
Male Students by Respondent’s Highest Degree

Most Negative Perceptions

Below Masters
(n = 207)

Masters or Above
(n = 371)

U

Z

Mean
Rank

Sum of
Ranks

Mean
Rank

01. innately lower intelligence

271.6

56220.5

299.5

111110.5 34692.5 -2.32 *

02. less articulate

274.4

56806.0

297.9

110525.0 35278.0 -2.28 *

03. prone to violence

274.9

56903.0

297.6

110428.0 35375.0 -1.65

04. less socially responsible

282.2

58419.5

293.6

108911.5 36891.5 -0.99

05. less interested in education

269.4

55775.0

300.7

111556.0 34247.0 -2.40 *

06. more disruptive

272.5

56397.5

299.0

110933.5 34869.5 -1.98 *

07. suited to vo-tech courses

293.4

60727.0

287.3

106604.0 37598.0 -0.80

08. single parent homes

288.0

59611.0

290.4

107720.0 38083.0 -0.19

09. less educated parents

295.1

61076.0

286.4

106255.0 37249.0 -0.79

10. parents value education less

288.7

59757.0

290.0

107574.0 38229.0 -0.11

11. make a habit of being late

287.7

59550.0

290.5

107781.0 38022.0 -0.54

12. less inclined to think critically

285.5

59095.0

291.7

108236.0 37567.0 -0.69

13. more athletically gifted

299.5

62005.5

283.9

105325.5 36319.5 -1.57

14. less future-oriented

294.7

61003.5

286.6

106327.5 37321.5 -0.73

15. oriented towards religion

297.2

61530.0

285.2

105801.0 36795.0 -2.10 *

* p < .05. ** p < .01 *** p < .001.
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Table 11
Results of Mann-Whitney U Test Comparisons of Most Negative Social Perceptions of Black
Male Students by Respondent’s Teaching Level

Most Negative Perceptions

Elementary
(n = 214)

Secondary
(n = 362)

U

Z

Mean
Rank

Sum of
Ranks

Mean
Rank

01. innately lower intelligence

286.7

61359.5

289.5

104816.5 38354.5 -0.24

02. less articulate

281.9

60329.0

292.4

105847.0 37324.0 -1.02

03. prone to violence

287.7

61573.0

289.0

104603.0 38568.0 -0.09

04. less socially responsible

279.8

59887.5

293.6

106288.5 36882.5 -1.21

05. less interested in education

276.0

59062.5

295.9

107113.5 36057.5 -1.54

06. more disruptive

289.3

61908.5

288.0

104267.5 38564.5 -0.09

07. suited to vo-tech courses

290.2

62100.0

287.5

104076.0 38373.0 -0.36

08. single parent homes

280.4

60004.0

293.3

106172.0 36999.0 -1.07

09. less educated parents

290.5

62157.0

287.3

104019.0 38316.0 -0.29

10. parents value education less

290.3

62126.0

287.4

104050.0 38347.0 -0.24

11. make a habit of being late

283.6

60699.5

291.4

105476.5 37694.5 -1.50

12. less inclined to think critically

285.9

61187.0

290.0

104989.0 38182.0 -0.46

13. more athletically gifted

275.1

58870.0

296.4

107306.0 35865.0 -2.16 *

14. less future-oriented

280.9

60115.5

293.0

106060.5 37110.5 -1.10

15. oriented towards religion

287.3

61476.5

289.2

104699.5 38471.5 -0.34

* p < .05. ** p < .01 *** p < .001.
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Research Question 3:
Given 15 social perceptions concerning Black male students, which do educators
regard as having the least negative impact on these students’ learning?
Inspection of the item-level statistics provided in Table 12 and the mean ranks
graphed in Figure 2 suggests marked variation the way that respondents ranked the 15
social perceptions with respect to their being the least negative. At one extreme, mean
ranks at or above 1.0 were observed for such items as (1) “More oriented toward
church/religion” (ranked 1st to 5th least negative 44.4% of the time, M Rank = 1.7); (2)
“More athletically gifted” (ranked 1st to 5th least negative 39.8% of the time, M Rank =
1.3); (3) and “Make a habit of being late” (ranked 1st to 5th least negative 38.9% of the
time, M Rank = 1.2); At the other extreme, mean ranks below 0.5 were observed for such
items as (1) “More prone to violence and gang related activity” (ranked 1st to 5th least
negative 7.2% of the time, M Rank = 0.2); and (2) “More disruptive in and outside of
school” (ranked 1st to 5th least negative 10.6% of the time, M Rank = 0.3).
As stated in the note to Table 13, formal testing of the 15 ranks using the
Friedman procedure confirmed what cursory inspection had indicated and pointed to one
or more pairs of statistically significant differences in the rankings (2(14) = 626.71, p <
.001). Use of the Wilcoxson Signed Ranks procedure to test for differences among the
105 pairs of dependent ranks revealed over 59% (that is, 62/105) of such differences to be
statistically significant at corrected alpha levels (that is, p = .05/105 or p < .01). Moreover
and as shown in Table 14, computation of the effect size statistics linked to those
differences revealed some 4 of the 62 observed differences to be substantively
meaningful (r >= .45, approximately equal to d >= 1.00 or a full standard deviation
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difference between mean ranks). Expressed as correlations, the largest of these effect
sizes—showing a meaningful difference—were associated with comparisons involving
Black male students “Being more church-and religion-oriented” and their being “More
prone to violence” (r = -0.50), their having “More disruptive” (r = -0.49), their having
“Parents [who] disvalue education” (r = -0.46), and their being “Less future-oriented” (r
=--0.46).
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Table 12
Percentage and Mean Rank of Least Negative Perceptions of Black Male Students (N =
601)
Rank Least Negative
Perception of Black Male Students

1st
%

2nd
%

3rd
%

4th
%

5th
%

M
Null
Rank
%

01. innately lower intelligence

9.2

2.2

1.7

1.3

3.5

82.2

0.7

02. less articulate

3.2

6.2

2.0

3.8

4.5

80.4

0.6

03. prone to violence/ gang-related activities

2.0

1.0

1.8

1.2

1.2

92.8

0.2

04. less socially responsible

2.3

4.3

5.7

5.0

5.2

77.5

0.6

05. less interested in education/self-improvement

2.3

2.5

3.3

4.0

5.8

82.0

0.5

06. more disruptive in- and outside of school

1.3

2.7

2.8

1.7

2.2

89.4

0.3

07. better suited to technical-vocational courses

4.0

5.5

7.2

8.2

6.8

68.4

0.9

08. more likely to come from single parent homes

3.0

3.2

6.8

7.8

6.0

73.2

0.7

09. raised by less educated parents

2.5

3.7

5.7

4.7

4.5

79.0

0.6

10. raised by parents who value education less

1.0

2.8

5.2

5.3

3.3

82.4

0.5

11. make a habit of being late

5.7

8.2

11.3

8.8

5.0

61.1

1.2

12. less inclined to think critically

2.0

3.0

6.5

6.2

4.3

78.0

0.6

13. more athletically gifted

8.8

14.0

5.0

5.5

6.5

60.2

1.3

14. less future-oriented

1.5

5.2

2.7

4.5

6.2

80.0

0.5

15. more oriented towards church/ religion

22.8

7.3

4.0

3.7

6.7

55.6

1.7
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Figure 2. Mean rank of least negative perceptions of Black male students: All respondents
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Table 13
Summary of Friedman Non-Parametric Analysis of Variance and Post Hoc Testing of
Respondent’s Rank Ordering of Least Negative Social Perceptions of Black Male Students

Least Negative Perceptions

01 02 03 04 05 06 07 08 09 10 11 12 13 14 15

01. lower intelligence











02. less articulate











03. more prone to violence

 

        


04. less socially responsible











05. less interested in education

 



06. more disruptive

  

    

      

07. more suited to vo-tech courses
08. one parent homes







09. less educated parents







10. parents disvalue education









11. habitually late

 


12. don't think critically


 

13. more athletically gifted



14. less future-oriented
15. church/religion-oriented

Note. The Friedman test was highly statistically significant (2 (14) = 626.71, p < .001), with the
results of follow-up testing shown in the table above. In those instances where these test results were
statistically significant at the corrected alpha levels (p < .001), cells with "up" arrows denote
comparisons where the mean rank for the numbered perception at left exceeds the mean rank for the
numbered perception above, while cells with "down" arrows denote comparisons where the mean
rank for the perception at left is lower than the mean rank for the perception above.
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Table 14
Effect Sizes Linked to Statistically Significant Comparisons of Least Negative Social Perceptions of Black Male Students

Least Negative Perceptions

02

03

04

05

06

07

08

09

10

11

12

13

14

15

01. lower intelligence

0.25

0.20

-0.18

-0.22

-0.33

02. less articulate

0.21

0.16

-0.25

-0.29

-0.39

03. more prone to violence
04. less socially responsible

-0.26 -0.15

-0.33 -0.28 -0.21 -0.15 -0.40 -0.21 -0.43 -0.18 -0.50
0.19

-0.25

-0.29

-0.39

-0.36

-0.44

05. less interested in education

-0.22 -0.15

-0.33

06. more disruptive

-0.28 -0.22 -0.15

-0.38 -0.16 -0.41 -0.12 -0.49

0.15 0.21 -0.15 0.14 -0.19 0.18 -0.32

07. more suited to vo-tech courses
08. one parent homes

-0.22

-0.28

-0.37

09. less educated parents

-0.28

-0.31

-0.41

10. parents disvalue education

-0.34

-0.37

-0.46

0.29

11. habitually late

0.32 -0.22
-0.33

12. don't think critically

-0.43
-0.35 -0.18

13. more athletically gifted

-0.46

14. less future-oriented
15. church/religion-oriented
Note. Filled cells indicate differences that are statistically significant at p < .001. Cells that are both filled and shaded indicate
differences that are substantively important as well as statistically significant (r = .45; @ d = 1.00).
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Research Question 4:
Do the perceptions regarded as having the least negative impact on these
students’ learning differ by the respondent's position, ethnicity, age, years of experience,
highest degree, and level of students served?
Presented in Table 15 are the mean ranks of the 15 perceptions regarded as having
the least negative impact by the six subgroups named in the research question:
specifically, (1) “position” (grouped as teachers and others); (2) “ethnicity” (grouped as
Whites and non-Whites); (3) “age” (grouped less than or equal to 45 years and greater
than 45 years); (4) “years of experience” (grouped as less than or equal to 10 years and
greater than 10 years); (5) “highest degree” (grouped as less than a Master’s and Master’s
degree or higher); and (6) “grade level of students served” (grouped as elementary or
secondary). To determine whether any of the 90 possible comparisons of these six
subgroups by 15 ranked perceptions were statistically significantly different, a series of
Mann-Whitney U tests were performed, with the results presented in Tables 16 through
21.
Across all subgroups, somewhat fewer than one tenth of these comparisons (that
is 8/90 or 9%) proved to be statistically significant at “conventional” alpha levels, where
p < .05: specifically, zero by respondent position, two by ethnicity, one by age, one by
years of experience, three by highest degree, and one by level of students served.
However, at corrected alpha levels, where p < .05/15 or p < .003), no comparisons
crossed the significance threshold.

103

Table 15
Mean Rank of Least Negative Social Perceptions of Black Male Students for Respondent Subgroups by Position, Ethnicity, Age, Years
of Experience, Highest Degree, and Grade Level

Position
Least Negative Perceptions

Ethnicity

Teachers Others Whites Others
M Rnk

M Rnk M Rnk M Rnk

Age

Experience

<= 45

> 45

<= 10

M Rnk

M Rnk

M Rnk

> 10

Degree

Grade Level

< MA >= MA Elem

Secn

M Rnk M Rnk M Rnk M Rnk M Rnk

01. lower intelligence

0.69

0.69

0.78

0.47

0.59

0.81

0.59

0.77

0.69

0.68

0.69

0.70

02. less articulate

0.61

0.63

0.56

0.70

0.48

0.75

0.50

0.68

0.52

0.66

0.56

0.64

03. more prone to violence

0.27

0.17

0.19

0.34

0.21

0.28

0.22

0.25

0.29

0.21

0.22

0.25

04. less socially responsible

0.65

0.60

0.57

0.74

0.60

0.68

0.67

0.64

0.63

0.65

0.60

0.67

05. less interested in education

0.47

0.47

0.44

0.51

0.37

0.60

0.49

0.46

0.40

0.51

0.49

0.46

06. more disruptive

0.32

0.33

0.28

0.39

0.27

0.38

0.28

0.36

0.42

0.27

0.29

0.35

07. suited to vo-tech courses

0.92

0.86

0.90

0.85

0.87

0.91

0.78

0.97

0.88

0.92

0.86

0.91

08. one parent homes

0.68

0.86

0.70

0.73

0.67

0.75

0.60

0.81

0.59

0.80

0.61

0.78

09. less educated parents

0.59

0.60

0.54

0.68

0.52

0.66

0.54

0.64

0.53

0.64

0.46

0.68

10. parents disvalue education

0.48

0.43

0.44

0.49

0.39

0.57

0.33

0.58

0.48

0.47

0.42

0.50

11. habitually late

1.18

1.34

1.13

1.31

1.20

1.20

1.14

1.25

0.97

1.36

1.21

1.23

12. don't think critically

0.57

0.72

0.56

0.66

0.50

0.70

0.49

0.68

0.48

0.66

0.49

0.67

13. more athletically gifted

1.30

1.57

1.48

1.06

1.43

1.26

1.35

1.38

1.25

1.44

1.50

1.30

14. less future-oriented

0.50

0.63

0.49

0.58

0.51

0.54

0.43

0.60

0.38

0.60

0.46

0.58

15. church/religion-oriented

1.77

1.68

1.92

1.32

1.89

1.54

1.70

1.78

1.58

1.85

1.59

1.83

104

Table 16
Results of Mann-Whitney U Test Comparisons of Least Negative Social Perceptions of
Black Male Students by Respondent’s Position

Least Negative Perceptionss

Teachers
(n = 443)

Others
(n = 136)

U

Z

Mean
Rank

Sum of
Ranks

Mean
Rank

Sum of
Ranks

01. innately lower intelligence

290.7

128767.5

287.8

39142.5 29826.5

-0.26

02. less articulate

288.9

127974.0

293.6

39936.0 29628.0

-0.41

03. prone to violence

291.6

129169.5

284.9

38740.5 29424.5

-0.89

04. less socially responsible

290.3

128615.0

288.9

39295.0 29979.0

-0.11

05. less interested in education

291.4

129097.0

285.4

38813.0 29497.0

-0.54

06. more disruptive

290.0

128457.0

290.1

39453.0 30111.0

-0.01

07. suited to vo-tech courses

290.9

128869.5

287.1

39040.5 29724.5

-0.28

08. single parent homes

286.3

126853.0

301.9

41057.0 28507.0

-1.20

09. less educated parents

288.7

127874.5

294.4

40035.5 29528.5

-0.49

10. parents value education less

290.7

128788.0

287.7

39122.0 29806.0

-0.28

11. make a habit of being late

286.1

126756.5

302.6

41153.5 28410.5

-1.13

12. less inclined to think critically

288.0

127602.5

296.4

40307.5 29256.5

-0.69

13. more athletically gifted

285.0

126248.0

306.3

41662.0 27902.0

-1.46

14. less future-oriented

289.3

128172.5

292.2

39737.5 29826.5

-0.25

15. oriented towards religion

290.3

128593.0

289.1

39317.0 30001.0

-0.08

* p < .05. ** p < .01 *** p < .001.
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Table 17
Results of Mann-Whitney U Test Comparisons of Least Negative Social Perceptions of
Black Male Students by Respondent’s Ethnicity

Least Negative Perceptions

Whites
(n = 394)

Non-Whites
(n = 194)

U

Z

Mean
Rank

Sum of
Ranks

Mean
Rank

Sum of
Ranks

01. innately lower intelligence

301.0

118611.0

281.2

54555.0 35640.0 -1.98 *

02. less articulate

293.0

115456.0

297.5

57710.0 37641.0 -0.42

03. prone to violence

290.4

114411.5

302.9

58754.5 36596.5 -1.84

04. less socially responsible

291.2

114724.0

301.2

58442.0 36909.0 -0.92

05. less interested in education

292.0

115066.0

299.5

58100.0 37251.0 -0.74

06. more disruptive

291.5

114855.5

300.6

58310.5 37040.5 -1.12

07. suited to vo-tech courses

298.4

117561.5

286.6

55604.5 36689.5 -0.95

08. single parent homes

294.4

116001.5

294.7

57164.5 38186.5 -0.02

09. less educated parents

292.3

115147.0

299.1

58019.0 37332.0 -0.64

10. parents value education less

290.8

114556.5

302.1

58609.5 36741.5 -1.15

11. make a habit of being late

289.2

113934.5

305.3

59231.5 36119.5 -1.23

12. less inclined to think critically

293.8

115756.5

295.9

57409.5 37941.5 -0.20

13. more athletically gifted

304.8

120083.0

273.6

53083.0 34168.0 -2.36

14. less future-oriented

291.0

114667.5

301.5

58498.5 36852.5 -1.01

15. oriented towards religion

308.2

121446.5

266.6

51719.5 32804.5 -3.08 **

* p < .05. ** p < .01 *** p < .001.
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Table 18
Results of Mann-Whitney U Test Comparisons of Least Negative Social Perceptions of
Black Male Students by Respondent’s Age

Least Negative Perceptions

45 Years or Fewer
(n = 332)

More than 45 Years
(n = 253)

U

Z

Mean
Rank

Sum of
Ranks

Mean
Rank

Sum of
Ranks

01. innately lower intelligence

286.5

95105.0

301.6

76300.0 39827.0 -1.59

02. less articulate

284.1

94327.5

304.7

77077.5 39049.5 -2.08 *

03. prone to violence

290.4

96411.5

296.4

74993.5 41133.5 -0.93

04. less socially responsible

291.4

96755.5

295.1

74649.5 41477.5 -0.35

05. less interested in education

285.8

94894.5

302.4

76510.5 39616.5 -1.73

06. more disruptive

290.2

96359.0

296.6

75046.0 41081.0 -0.84

07. suited to vo-tech courses

291.7

96838.0

294.7

74567.0 41560.0 -0.26

08. single parent homes

291.2

96676.0

295.4

74729.0 41398.0 -0.38

09. less educated parents

287.8

95548.0

299.8

75857.0 40270.0 -1.19

10. parents value education less

286.2

95026.0

301.9

76379.0 39748.0 -1.67

11. make a habit of being late

291.0

96596.0

295.7

74809.0 41318.0 -0.38

12. less inclined to think critically

285.5

94783.5

302.9

76621.5 39505.5 -1.69

13. more athletically gifted

296.1

98315.0

288.9

73090.0 40959.0 -0.58

14. less future-oriented

291.7

96828.0

294.8

74577.0 41550.0 -0.31

15. oriented towards religion

301.3

100024.5

282.1

71380.5 39249.5 -1.49

* p < .05. ** p < .01 *** p < .001.
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Table 19
Results of Mann-Whitney U Test Comparisons of Least Negative Social Perceptions of
Black Male Students by Respondent’s Years of Experience

Least Negative Perceptions

10 or Fewer
(n = 237)

More than 10
(n = 338)

U

Z

Mean
Rank

Sum of
Ranks

Mean
Rank

Sum of
Ranks

01. innately lower intelligence

282.0

66835.5

292.2

98764.5 38632.5 -1.06

02. less articulate

278.9

66101.0

294.4

99499.0 37898.0 -1.56

03. prone to violence

286.0

67773.0

289.4

97827.0 39570.0 -0.54

04. less socially responsible

292.5

69320.5

284.9

96279.5 38988.5 -0.73

05. less interested in education

290.7

68896.5

286.1

96703.5 39412.5 -0.48

06. more disruptive

285.4

67634.5

289.8

97965.5 39431.5 -0.58

07. suited to vo-tech courses

276.7

65588.0

295.9

100012.0 37385.0 -1.63

08. single parent homes

278.6

66027.0

294.6

99573.0 37824.0 -1.44

09. less educated parents

281.4

66703.0

292.6

98897.0 38500.0 -1.10

10. parents value education less

272.9

64680.0

298.6

100920.0 36477.0 -2.71 **

11. make a habit of being late

280.3

66439.5

293.4

99160.5 38236.5 -1.05

12. less inclined to think critically

278.7

66055.0

294.5

99545.0 37852.0 -1.53

13. more athletically gifted

283.6

67209.5

291.1

98390.5 39006.5 -0.60

14. less future-oriented

278.0

65897.0

295.0

99703.0 37694.0 -1.70

15. oriented towards religion

281.8

66787.5

292.3

98812.5 38584.5 -0.82

* p < .05. ** p < .01 *** p < .001.
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Table 20
Results of Mann-Whitney U Test Comparisons of Least Negative Social Perceptions of
Black Male Students by Respondent’s Highest Degree

Least Negative Perceptions

Below Masters
(n = 207)

Masters or Above
(n = 371)

U

Z

Mean
Rank

Sum of
Ranks

Mean
Rank

01. innately lower intelligence

287.9

59605.5

290.4

107725.5 38077.5 -0.25

02. less articulate

282.7

58525.5

293.3

108805.5 36997.5 -1.03

03. prone to violence

293.2

60695.0

287.4

106636.0 37630.0 -0.88

04. less socially responsible

293.5

60751.0

287.3

106580.0 37574.0 -0.58

05. less interested in education

281.0

58165.0

294.2

109166.0 36637.0 -1.34

06. more disruptive

299.8

62051.5

283.8

105279.5 36273.5 -2.04 *

07. suited to vo-tech courses

288.3

59672.0

290.2

107659.0 38144.0 -0.16

08. single parent homes

277.6

57458.5

296.2

109872.5 35930.5 -1.63

09. less educated parents

282.3

58435.0

293.5

108896.0 36907.0 -1.07

10. parents value education less

287.6

59532.5

290.6

107798.5 38004.5 -0.30

11. make a habit of being late

265.8

55024.5

302.7

112306.5 33496.5 -2.87 **

12. less inclined to think critically

278.3

57610.5

295.7

109720.5 36082.5 -1.65

13. more athletically gifted

275.0

56934.5

297.6

110396.5 35406.5 -1.75

14. less future-oriented

275.9

57105.5

297.1

110225.5 35577.5 -2.08 *

15. oriented towards religion

274.7

56870.5

297.7

110460.5 35342.5 -1.74

* p < .05. ** p < .01 *** p < .001.
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Ranks

Table 21
Results of Mann-Whitney U Test Comparisons of Least Negative Social Perceptions of
Black Male Students by Respondent’s Teaching Level

Least Negative Perceptions

Elementary
(n = 214)

Secondary
(n = 362)

U

Z

Mean
Rank

Sum of
Ranks

Mean
Rank

01. innately lower intelligence

289.7

61992.0

287.8

104184.0 38481.0 -0.19

02. less articulate

282.4

60438.0

292.1

105738.0 37433.0 -0.96

03. prone to violence

284.7

60935.5

290.7

105240.5 37930.5 -0.91

04. less socially responsible

282.7

60492.0

291.9

105684.0 37487.0 -0.87

05. less interested in education

288.6

61760.0

288.4

104416.0 38713.0 -0.02

06. more disruptive

282.4

60434.0

292.1

105742.0 37429.0 -1.24

07. suited to vo-tech courses

282.8

60520.0

291.9

105656.0 37515.0 -0.76

08. single parent homes

278.6

59613.5

294.4

106562.5 36608.5 -1.40

09. less educated parents

278.4

59581.0

294.5

106595.0 36576.0 -1.55

10. parents value education less

287.2

61457.5

289.3

104718.5 38452.5 -0.22

11. make a habit of being late

286.1

61219.0

289.9

104957.0 38214.0 -0.30

12. less inclined to think critically

274.7

58794.0

296.6

107382.0 35789.0 -2.08 *

13. more athletically gifted

297.0

63567.0

283.5

102609.0 36906.0 -1.06

14. less future-oriented

288.2

61668.0

288.7

104508.0 38663.0 -0.05

15. oriented towards religion

277.7

59426.5

294.9

106749.5 36421.5 -1.32

* p < .05. ** p < .01 *** p < .001.

110

Sum of
Ranks

Research Question 5:
Given 15 social perceptions concerning Black male students, which do educators
regard as the ones that schools can most effectively correct and what specific corrective
strategies do these educators recommend?
Inspection of the item-level statistics provided in Table 22 and the mean ranks
graphed in Figure 3 suggests marked variation the way that respondents ranked the 15
social perceptions with respect to their being the ones schools can most effectively
change. At one extreme, mean ranks at or above 1.0 were observed for such items as (1)
“Innately lower intelligence” (ranked 1st to 5th most correctable 38.6% of the time, M
Rank = 1.6); (2) “Less interested in education/self-improvement” (ranked 1st to 5th most
correctable 41.8% of the time, M Rank = 1.3); and (3) “Less articulate” (ranked 1st to 5th
most correctable 33.8% of the time, M Rank = 1.2); At the other extreme, mean ranks at
or below 0.2 were observed for such items as (1) “More athletically gifted” (ranked 1st to
5th most correctable 7.8% of the time, M Rank = 0.2); and (2) “More oriented toward
church and religion” (ranked 1st to 5th most correctable 6% of the time, M Rank = 0.1).
As stated in the note to Table 23, formal testing of the 15 ranks using the
Friedman procedure confirmed what cursory inspection had indicated and pointed to one
or more pairs of statistically significant differences in the rankings (2(14) = 749.65, p <
.001). Use of the Wilcoxson Signed Ranks procedure to test for differences among the
105 pairs of dependent ranks revealed over 69% (that is, 72/105) of such differences to be
statistically significant at corrected alpha levels (that is, p = .05/105 or p < .001).
Moreover and as shown in Table 24, computation of the effect size statistics linked to
those differences revealed some 6 of the 72 observed differences to be substantively
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meaningful (r >= .45, approximately equal to d >= 1.00 or a full standard deviation
difference between mean ranks). Expressed as correlations, the largest of these effect
sizes—specifically those at or above r = .45—were associated with comparisons
involving Black male students having “Lower intelligence’ and their coming from “One
parent homes” (r = 0.46), their having “Less educated parents” (r = 0.48), their being
“More athletically gifted (r = 0.52), and their being “More oriented toward church and
religion” (r = 0.52). These latter two perceptions were also thought to be markedly less
correctable when compared with the perception that Black male students are “Less
interested in education and self-improvement,” (at r = 0.49 and r = 0.50, respectively).
Research Question 6:
Do the perceptions regarded as the ones that schools can most effectively correct
differ by respondent's position, ethnicity, age, years of experience, highest degree, and
level of students served?
Presented in Table 25 are the mean ranks of the 15 perceptions regarded as the
ones schools can most effectively correct by the six subgroups named in the research
question: specifically, (1) “position” (grouped as teachers and others); (2) “ethnicity”
(grouped as Whites and non-Whites); (3) “age” (grouped less than or equal to 45 years
and greater than 45 years); (4) “years of experience” (grouped as less than or equal to 10
years and greater than 10 years); (5) “highest degree” (grouped as less than a Master’s
and Master’s degree or higher); and (6) “grade level of students served” (grouped as
elementary or secondary). To determine whether any of the 90 possible comparisons of
these six subgroups by 15 ranked perceptions were statistically significantly different, a
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series of Mann-Whitney U tests were performed, with the results presented in Tables 26
through 31.

Table 22
Percentage and Mean Rank of Most Correctable Negative Perceptions of Black Male
Students (N = 601)
Rank Most Correctable
Perception of Black Male Students

1st
%

2nd
%

3rd
%

4th
%

5th
%

M
Null
Rank
%

01. innately lower intelligence

26.5

4.0

2.7

1.0

4.5

61.4

1.6

02. less articulate

6.2

15.3

3.2

5.5

3.7

66.2

1.2

03. prone to violence/ gang-related activities

4.8

3.0

2.8

2.8

3.0

83.5

0.5

04. less socially responsible

2.0

6.7

7.3

4.8

5.0

74.2

0.7

05. less interested in education/self-improvement

7.7

9.5

12.3

7.3

5.0

58.2

1.3

06. more disruptive in- and outside of school

1.8

3.8

6.2

5.3

6.0

76.9

0.6

07. better suited to technical-vocational courses

2.8

4.3

6.2

7.7

4.5

74.5

0.7

08. more likely to come from single parent homes

1.8

1.7

2.5

3.0

2.3

88.7

0.3

09. raised by less educated parents

1.3

2.2

2.8

2.2

2.0

89.5

0.3

10. raised by parents who value education less

1.3

3.3

3.0

5.8

5.8

80.7

0.5

11. make a habit of being late

2.7

1.8

3.5

3.7

3.0

85.4

0.4

12. less inclined to think critically

4.0

6.2

7.3

6.0

7.2

69.4

0.9

13. more athletically gifted

0.5

1.0

1.5

2.5

2.3

92.2

0.2

14. less future-oriented

2.0

3.3

4.8

7.8

9.7

72.4

0.6

15. more oriented towards church/ religion

1.2

0.5

0.5

1.2

2.7

94.0

0.1
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Figure 3. Mean rank of most correctable negative perceptions of Black male students: All respondents
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Table 23
Summary of Friedman Non-Parametric Analysis of Variance and Post Hoc Testing of
Respondent’s Rank Ordering of Most Correctable Negative Social Perceptions of Black Male
Students

Most Correctable Perceptions
01. lower intelligence
02. less articulate

01 02 03 04 05 06 07 08 09 10 11 12 13 14 15
  

         

 

         

03. more prone to violence









04. less socially responsible



   





         

05. less interested in education
06. more disruptive

 

07. more suited to vo-tech courses

 











08. one parent homes



 

09. less educated parents



 

10. parents disvalue education

 

11. habitually late

   





12. don't think critically




13. more athletically gifted



14. less future-oriented
15. church/religion-oriented

Note. The Friedman test was highly statistically significant (2 (14) = 749.65, p < .001), with the
results of follow-up testing shown in the table above. In those instances where these test results were
statistically significant at the corrected alpha levels (p < .001), cells with "up" arrows denote
comparisons where the mean rank for the numbered perception at left exceeds the mean rank for the
numbered perception above, while cells with "down" arrows denote comparisons where the mean
rank for the perception at left is lower than the mean rank for the perception above.
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Table 24
Effect Sizes Linked to Statistically Significant Comparisons of Most Correctable Negative Social Perceptions of Black Male Students
Most Correctable Perceptions
01. lower intelligence
02. less articulate

02

03

04

05

06

07

08

09

10

11

12

13

14

15

0.21 0.39 0.37

0.39 0.35 0.46 0.48 0.43 0.43 0.29 0.52 0.39 0.52

0.25 0.20

0.25 0.21 0.36 0.38 0.32 0.33 0.14 0.44 0.26 0.44

03. more prone to violence

-0.35

0.14

0.23

0.25

04. less socially responsible

-0.28

0.23 0.24 0.16 0.17

0.32

0.34

05. less interested in education

0.34 0.30 0.43 0.44 0.41 0.37 0.21 0.49 0.31 0.50

06. more disruptive

0.19 0.18

07. more suited to vo-tech courses

0.22 0.23

0.16

0.28

0.31

0.31

0.34

08. one parent homes

-0.28

-0.19 0.16

09. less educated parents

-0.30

-0.20 0.15

10. parents disvalue education

-0.22 0.22

11. habitually late

-0.25 0.17 -0.14 0.21

0.25

0.37

12. don't think critically

0.40
-0.31

13. more athletically gifted

0.36

14. less future-oriented
15. church/religion-oriented
Note. Filled cells indicate differences that are statistically significant at p < .001. Cells that are both filled and shaded indicate
differences that are substantively important as well as statistically significant (r = .45; @ d = 1.00).
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Across all subgroups, roughly one out of ten comparisons (that is 9/90 or 10%)
proved to be statistically significant at “conventional” alpha levels, where p < .05:
specifically, zero by respondent position, two by ethnicity, three by age, one by years of
experience, one by highest degree, and two by level of students served. However, at
corrected alpha levels, where p < .05/15 or p < .003, only one comparison crossed the
significance threshold. When the judgements of teachers with “10 or fewer” and “More
than 10 years of experience” are compared,” those with more experience believe it easier
to counteract the perception that Black male students are “less articulate” than their peers
of other ethnic groups (U = 34426.5, z = -3.38, p < .001, r = -0.14, d = 0.30).
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Table 25
Mean Rank of Most Correctable Negative Social Perceptions of Black Male Students for Respondent Subgroups by Position,
Ethnicity, Age, Years of Experience, Highest Degree, and Grade Level

Position

Ethnicity

Most Correctable Perceptions Teachers Others Whites Others
M Rnk

M Rnk M Rnk M Rnk

Age

Experience

<= 45

> 45

<= 10

M Rnk

M Rnk

M Rnk

> 10

Degree

Grade Level

< MA >= MA Elem

Secn

M Rnk M Rnk M Rnk M Rnk M Rnk

01. lower intelligence

1.64

1.85

1.65

1.68

1.54

1.86

1.55

1.82

1.63

1.74

1.75

1.67

02. less articulate

1.19

1.25

1.30

0.98

1.01

1.43

0.90

1.41

0.96

1.36

1.27

1.18

03. more prone to violence

0.58

0.49

0.48

0.69

0.55

0.54

0.63

0.51

0.68

0.48

0.47

0.61

04. less socially responsible

0.76

0.78

0.75

0.73

0.67

0.88

0.68

0.82

0.69

0.81

0.66

0.84

05. less interested in education

1.32

1.58

1.41

1.27

1.27

1.49

1.33

1.42

1.17

1.49

1.30

1.43

06. more disruptive

0.63

0.60

0.62

0.59

0.62

0.59

0.58

0.65

0.54

0.66

0.47

0.70

07. suited to vo-tech courses

0.69

0.83

0.63

0.87

0.68

0.76

0.64

0.77

0.67

0.74

0.65

0.76

08. one parent homes

0.36

0.22

0.30

0.38

0.29

0.37

0.32

0.33

0.29

0.35

0.31

0.34

09. less educated parents

0.33

0.24

0.27

0.39

0.25

0.39

0.26

0.35

0.25

0.34

0.32

0.30

10. parents disvalue education

0.47

0.52

0.43

0.57

0.55

0.38

0.45

0.51

0.38

0.54

0.50

0.47

11. habitually late

0.42

0.46

0.47

0.33

0.46

0.37

0.37

0.46

0.29

0.50

0.30

0.51

12. don't think critically

0.84

1.01

0.86

0.88

0.83

0.94

0.75

0.96

0.69

1.00

0.74

0.99

13. more athletically gifted

0.18

0.22

0.17

0.22

0.16

0.21

0.17

0.20

0.16

0.20

0.13

0.22

14. less future-oriented

0.61

0.80

0.67

0.59

0.60

0.69

0.51

0.75

0.52

0.73

0.54

0.73

15. church/religion-oriented

0.17

0.07

0.08

0.27

0.10

0.19

0.10

0.18

0.14

0.15

0.12

0.15
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Table 26
Results of Mann-Whitney U Test Comparisons of Most Correctable Negative Social
Perceptions of Black Male Students by Respondent’s Position

Most Correctable Perceptions

Teachers
(n = 443)

Others
(n = 136)

U

Z

Mean
Rank

Sum of
Ranks

Mean
Rank

Sum of
Ranks

01. innately lower intelligence

287.1

127167.5

299.6

40742.5 28821.5 -0.87

02. less articulate

288.1

127625.5

296.2

40284.5 29279.5 -0.58

03. prone to violence

290.7

128764.0

287.8

39146.0 29830.0 -0.26

04. less socially responsible

288.7

127882.0

294.3

40028.0 29536.0 -0.44

05. less interested in education

284.3

125925.5

308.7

41984.5 27579.5 -1.65

06. more disruptive

290.6

128750.0

287.9

39160.0 29844.0 -0.22

07. suited to vo-tech courses

286.5

126932.0

301.3

40978.0 28586.0 -1.17

08. single parent homes

293.3

129921.5

279.3

37988.5 28672.5 -1.52

09. less educated parents

293.0

129800.5

280.2

38109.5 28793.5 -1.44

10. parents value education less

287.9

127546.0

296.8

40364.0 29200.0 -0.77

11. make a habit of being late

290.2

128566.5

289.3

39343.5 30027.5 -0.09

12. less inclined to think critically

286.7

126987.5

300.9

40922.5 28641.5 -1.06

13. more athletically gifted

288.7

127897.0

294.2

40013.0 29551.0 -0.71

14. less future-oriented

286.5

126912.5

301.5

40997.5 28566.5 -1.15

15. oriented towards religion

292.3

129484.5

282.5

38425.5 29109.5 -1.42

* p < .05. ** p < .01 *** p < .001.
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Table 27
Results of Mann-Whitney U Test Comparisons of Most Correctable Negative Social
Perceptions of Black Male Students by Respondent’s Ethnicity

Most Correctable Perceptions

Whites
(n = 394)

Non-Whites
(n = 194)

U

Z

Mean
Rank

Sum of
Ranks

Mean
Rank

Sum of
Ranks

01. innately lower intelligence

294.2

115913.0

295.1

57253.0 38098.0 -0.07

02. less articulate

305.1

120195.0

273.0

52971.0 34056.0 -2.54 *

03. prone to violence

291.4

114799.0

300.9

58367.0 36984.0 -0.97

04. less socially responsible

296.1

116669.0

291.2

56497.0 37582.0 -0.42

05. less interested in education

298.4

117554.0

286.7

55612.0 36697.0 -0.87

06. more disruptive

294.9

116179.0

293.7

56987.0 38072.0 -0.10

07. suited to vo-tech courses

287.6

113317.5

308.5

59848.5 35502.5 -1.83

08. single parent homes

289.9

114222.5

303.8

58943.5 36407.5 -1.68

09. less educated parents

290.6

114491.5

302.4

58674.5 36676.5 -1.48

10. parents value education less

287.9

113419.0

308.0

59747.0 35604.0 -1.94

11. make a habit of being late

297.6

117241.5

288.3

55924.5 37009.5 -1.01

12. less inclined to think critically

292.5

115240.0

298.6

57926.0 37425.0 -0.50

13. more athletically gifted

293.3

115545.5

297.0

57620.5 37730.5 -0.54

14. less future-oriented

298.0

117425.5

287.3

55740.5 36825.5 -0.91

15. oriented towards religion

288.4

113616.0

307.0

59550.0 35801.0 -3.00 **

* p < .05. ** p < .01 *** p < .001.
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Table 28
Results of Mann-Whitney U Test Comparisons of Most Correctable Negative Social
Perceptions of Black Male Students by Respondent’s Age

Most Correctable Perceptions

45 Years or Fewer
(n = 332)

More than 45 Years
(n = 253)

U

Z

Mean
Rank

Sum of
Ranks

Mean
Rank

Sum of
Ranks

01. innately lower intelligence

282.3

93739.0

307.0

77666.0 38461.0 -2.00 *

02. less articulate

278.2

92374.5

312.4

79030.5 37096.5 -2.86 **

03. prone to violence

292.3

97040.0

293.9

74365.0 41762.0 -0.18

04. less socially responsible

283.7

94181.5

305.2

77223.5 38903.5 -1.96 *

05. less interested in education

284.8

94560.0

303.7

76845.0 39282.0 -1.49

06. more disruptive

291.0

96597.5

295.7

74807.5 41319.5 -0.45

07. suited to vo-tech courses

290.0

96274.5

297.0

75130.5 40996.5 -0.64

08. single parent homes

289.9

96231.0

297.1

75174.0 40953.0 -0.93

09. less educated parents

287.0

95293.0

300.8

76112.0 40015.0 -1.82

10. parents value education less

298.6

99128.0

285.7

72277.0 40146.0 -1.31

11. make a habit of being late

295.6

98148.5

289.6

73256.5 41125.5 -0.70

12. less inclined to think critically

289.6

96133.5

297.5

75271.5 40855.5 -0.69

13. more athletically gifted

289.4

96092.5

297.7

75312.5 40814.5 -1.25

14. less future-oriented

290.9

96574.5

295.8

74830.5 41296.5 -0.44

15. oriented towards religion

288.7

95852.5

298.6

75552.5 40574.5 -1.71

* p < .05. ** p < .01 *** p < .001.
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Table 29
Results of Mann-Whitney U Test Comparisons of Most Correctable Negative Social
Perceptions of Black Male Students by Respondent’s Years of Experience

Most Correctable Perceptions

10 or Fewer
(n = 237)

More than 10
(n = 338)

U

Z

Mean
Rank

Sum of
Ranks

Mean
Rank

Sum of
Ranks

01. innately lower intelligence

277.2

65705.0

295.5

99895.0 37502.0 -1.48

02. less articulate

264.3

62629.5

304.6

102970.5 34426.5 -3.38 ***

03. prone to violence

291.0

68969.5

285.9

96630.5 39339.5 -0.55

04. less socially responsible

278.5

65995.5

294.7

99604.5 37792.5 -1.48

05. less interested in education

282.6

66980.5

291.8

98619.5 38777.5 -0.72

06. more disruptive

282.3

66916.5

292.0

98683.5 38713.5 -0.91

07. suited to vo-tech courses

280.6

66506.5

293.2

99093.5 38303.5 -1.16

08. single parent homes

290.9

68941.0

286.0

96659.0 39368.0 -0.63

09. less educated parents

282.5

66945.0

291.9

98655.0 38742.0 -1.24

10. parents value education less

284.8

67508.5

290.2

98091.5 39305.5 -0.54

11. make a habit of being late

284.6

67457.0

290.4

98143.0 39254.0 -0.66

12. less inclined to think critically

277.0

65646.5

295.7

99953.5 37443.5 -1.62

13. more athletically gifted

283.0

67060.5

291.5

98539.5 38857.5 -1.28

14. less future-oriented

273.0

64701.0

298.5

100899.0 36498.0 -2.28

15. oriented towards religion

282.6

66986.5

291.8

98613.5 38783.5 -1.56

* p < .05. ** p < .01 *** p < .001.
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Table 30
Results of Mann-Whitney U Test Comparisons of Most Correctable Negative Social
Perceptions of Black Male Students by Respondent’s Highest Degree

Most Correctable Perceptions

Below Masters
(n = 207)

Masters or Above
(n = 371)

U

Z

Mean
Rank

Sum of
Ranks

Mean
Rank

01. innately lower intelligence

285.0

58999.0

292.0

108332.0 37471.0 -0.55

02. less articulate

268.0

55474.5

301.5

111856.5 33946.5 -2.72

03. prone to violence

298.0

61688.0

284.8

105643.0 36637.0 -1.39

04. less socially responsible

281.0

58173.0

294.2

109158.0 36645.0 -1.17

05. less interested in education

269.9

55869.0

300.4

111462.0 34341.0 -2.34

06. more disruptive

283.4

58667.5

292.9

108663.5 37139.5 -0.87

07. suited to vo-tech courses

283.6

58714.0

292.8

108617.0 37186.0 -0.81

08. single parent homes

284.2

58823.0

292.5

108508.0 37295.0 -1.03

09. less educated parents

283.6

58703.0

292.8

108628.0 37175.0 -1.18

10. parents value education less

277.5

57437.5

296.2

109893.5 35909.5 -1.85

11. make a habit of being late

280.1

57973.5

294.8

109357.5 36445.5 -1.63

12. less inclined to think critically

275.3

56995.5

297.4

110335.5 35467.5 -1.85

13. more athletically gifted

286.1

59217.0

291.4

108114.0 37689.0 -0.79

14. less future-oriented

272.1

56319.5

299.2

111011.5 34791.5 -2.35 *

15. oriented towards religion

287.4

59500.0

290.6

107831.0 37972.0 -0.54

* p < .05. ** p < .01 *** p < .001.
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Table 31
Results of Mann-Whitney U Test Comparisons of Most Correctable Negative Social
Perceptions of Black Male Students by Respondent’s Teaching Level

Most Correctable Perceptions

Elementary
(n = 214)

Secondary
(n = 362)

U

Z

Mean
Rank

Sum of
Ranks

Mean
Rank

01. innately lower intelligence

289.8

62020.0

287.7

104156.0 38453.0 -0.17

02. less articulate

292.4

62570.0

286.2

103606.0 37903.0 -0.51

03. prone to violence

282.4

60423.0

292.1

105753.0 37418.0 -1.03

04. less socially responsible

278.3

59559.0

294.5

106617.0 36554.0 -1.44

05. less interested in education

281.8

60314.5

292.4

105861.5 37309.5 -0.82

06. more disruptive

275.8

59031.0

296.0

107145.0 36026.0 -1.88

07. suited to vo-tech courses

280.5

60031.5

293.2

106144.5 37026.5 -1.14

08. single parent homes

288.4

61719.5

288.6

104456.5 38714.5 -0.02

09. less educated parents

288.6

61761.5

288.4

104414.5 38711.5 -0.02

10. parents value education less

288.4

61708.0

288.6

104468.0 38703.0 -0.02

11. make a habit of being late

275.4

58934.5

296.2

107241.5 35929.5 -2.32 *

12. less inclined to think critically

272.9

58408.5

297.7

107767.5 35403.5 -2.09 *

13. more athletically gifted

281.6

60270.0

292.6

105906.0 37265.0 -1.62

14. less future-oriented

277.3

59342.5

295.1

106833.5 36337.5 -1.55

15. oriented towards religion

288.4

61709.0

288.6

104467.0 38704.0 -0.04

* p < .05. ** p < .01 *** p < .001.
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Summary

When presented with 15 social perceptions, the study results in chapter 4
determined teachers differed in the extent to which they ranked such perceptions as
having the most and least impact on Black male students’ learning as well as in the extent
to which they judged these perceptions to be subject to correction. Across all
respondents, the perceptions deemed most negative concerned Black males’ reputed
propensity for violence and disruption, while those deemed least negative concerned
Black males’ alleged tendency to be more church- and religion-oriented than their peers,
as well as their reputation for being more athletically gifted than their peers. In terms of
these perceptions being correctable, the respondents felt that it was relatively easy to
demonstrate that Black males were not less intelligent, less articulate, and less interested
in education than their peers of other ethnic groups. To the extent to that the respondents
believed that the perception was at least partially grounded in fact—as for example,
Black male students being less than optimally “articulate” or “interested in education and
self-improvement”—they also recommended specific reform strategies that educators
could put in place.
When grouped by position, ethnicity, age, years of experience, highest degree,
and level of students served, respondents did not in general differ in how they ranked the
perceptions, a noteworthy exception concerning respondent ethnicity and the ones
deemed most negative. By ethnicity, there were as many as seven statistically significant
differences observed in the most negative rankings of non-White and White respondents,
with non-Whites especially concerned about the perception of Black male students as
being “innately less intelligent” and “better suited to vo-tech than academic classes” with
respect to such students’ success in school.
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Chapter 5
Conclusions and Discussion
Introduction
The purpose of this study was to investigate the thinking of principals and
teachers about the impacts a set of widespread social perceptions might have on the
academic achievement of Black male students. This chapter contains a detailed
discussion of the findings, conclusions, and recommendations for researchers who may
use the results as a resource when developing strategies and techniques for addressing
educators’ perceptions of the academic impact social perceptions have on Black males.
Data were collected using an online survey that was administered to educators from three
levels: elementary, middle, and high school. The six research questions presented in
Chapters 1 and 3 were used to guide this study. The research questions were analyzed
using a Friedman Non-Parametric Analysis of Variance and Post Hoc tests. Part III of
the survey provided a space for educators to describe strategies to address the social
perceptions faced by Black males. The total number of participants was 601. The level of
significance used in the analysis varied from .01, .05, and .001. Findings revealed that
the overall perceptions of participants supported the suggestions that a set of 15
widespread social perceptions of educators affected to the Black males learning.
Discussions
Researchers, including Prager (2001), Ogbu (1991), and Noguera (2012) have
historically supported schools as having been challenging and frustrating for Black
males; however, schools should be the most critical lever to change the trajectory of
young Black boys’ academic achievement. Black males have faced social perceptions
connected to their background disparities that have negatively affected their educational
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accomplishment. These social perceptions could serve as barriers that prevent academic
achievement and affect the perceptions of Black males in the school environment. The
selected 15 social perceptions were selected based on my 22 years of experience in public
education. The set of widespread social perceptions were as follows:
1. The perception that Black male students have innately lower intelligence than
their other male peers (Hodge, Burden et al., 2008; Tatum, 2005).
2. The perception that Black male students are less articulate than their other
male peers (Grant et al., 2009; Morreale et al., 2000).
3. The perception that Black male students are more prone to violence and gangrelated activities than their other male peers (Mazza & Overstreet, 2000).
4. The perception that Black male students are less socially responsible than
their other male peers (DeCastro-Ambrosetti & Cho, 2011; McGee & Martin,
2011).
5. The perception that Black male students are less interested in education and
self-improvement than their other male peers (O’Connor, 1997; Ogbu, 1991).
6. The perception that Black male students are more disruptive in school and
outside of school than their male peers (Brown & Donnor, 2011; Denn, 2002;
James, 2012).
7. The perception that Black male students are better suited than their other male
peers to technical-vocational courses than to academically-oriented courses
(Henfield & McGee, 2012; Nicolas et al., 2008).
8. The perception that Black male students are more likely to come from single
parent homes than their other male peers (Barajas, 2011; James, 2012).
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9. The perception that the parents of Black male students are less educated than
the parents of their other male peers (Duncan & Magnuson, 2005; Norman,
2014).
10. The perception that the parents of Black male students value education less
than the parents of their other male peers (Usher & Kober, 2012).
11. The perception that Black male students more often make a habit of being late
than their other male peers (Losen & Martinez, 2013).
12. The perception that Black male students are less inclined to think critically
than their other male peers (Rothstein et al., 2008).
13. The perception that Black male students are more athletically gifted than their
other male peers (Hodge, Kozub et al., 2008; Hodge, Burden et al., 2008).
14. The perception that Black male students are less future-oriented and more
present-oriented than their other male peers (Wood, 2012, 2013; Spencer et
al., 2003).
15. The perception that Black male students tend to be more oriented than their
other male peers toward church and religion than school and education (Bell,
2010; Glaude, 2010; Robinson, 2008).
The results of the data showed common themes and patterns that appeared in one
research question tended to emerge in other research questions. From the three categories
“most negative impact”, “least negative impact” and “most correctable by educators”
common perceptions were identified in each category even if the categories were at
different extremes. “Less articulate” and “single parent homes” were the only
perceptions identified that did not cross all three categories.
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Analysis of Research Questions
Research Question 1. Given 15 social perceptions concerning Black male
students, which do educators regard as having the most negative impact on learning?
When school administrators and teachers were asked to identify the social perception of
Black male students that had the most negative impact on Black male students’ learning,
the top five identified were (1) “More prone to violence and gang-related activity” (M
Rank = 2.3); (2) “More disruptive in- and outside of school” (M Rank =1.5); (3) “Less
interested in education and self-improvement” (M Rank 1.2); (4) “Have innately lower
intelligence than their peers” (M Rank = 1.2); and (5) “More likely to come from single
parent homes” (M Rank =1.0).
The first perspective most often identified was “more prone to violence and gangrelated activity” (M Rank = 2.3). Given that the current media (traditional and electronic)
tend to portray Black males in this light, it is understandable that this stereotype
perception was identified most often. The negative portrayal of Black males in the media
reflects this finding. Educators might have identified this social perception as most
negative because of the number of Black males incarcerated. The study by DeCastroAmbrosetti and Cho (2011) reported when asked to identify the students most likely to
have gang affiliations, 39% of the respondents identified the Black male.
The second perspective most often identified was “more disruptive” (M Rank =
1.5). Being disruptive inside the classroom has brought a large number of office referrals
which have led to out of school suspensions. This perception of Black males may be
based on the teachers and their tolerance for teaching students who do not adapt to a
traditional, quiet classroom setting. A study conducted by Denn (2002) validated
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educators’ perception which found classic classroom rules, established by a
predominately white system, reward sitting still, staying quiet and working
independently. It may be based on portrayals in the media (Majors & Billson, 1992), or it
may be based in part on the educator’s own experiences in the classroom (James, 2012).
No matter what the source of this perception, many educators agree that this perception
has a negative impact on student learning.
The third most identified was “less interested in education and self-improvement”
(M Rank = 1.2). When Black males were faced with this perception, they undervalued
the educational structure and lowered their expectations for a quality education
(O’Connor, 1997; Ogbu, 1991). Not being able to make connections with the benefits of
the K-12 world as a preparatory path to self-improvement, forced Black males to be less
interested in education.
The fourth most frequently identified perceptions having the most negative impact
on student learning were “innately lower intelligence”. Research supported the high
significance level from educators pertaining to “innately lower intelligence” identified as
having a negative impact on Black males’ learning. Black males were perceived to be
intellectually inferior and incapable of handling cognitively challenging material (Tatum,
2005). This perception allows for classroom teachers expectations for Black males to be
low.
The last social perception identified as having a negative impact on Black males’
learning was “more likely to come from single parent homes”. The student body served
by most educators has years been comprised of students from single parent homes. Both
high and low scores come from this group. Barajas (2011) cited children from single-
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parent homes typically scored lower on standardized tests, had lower grade-point
averages, and completed fewer years of schooling than their peers from two-parent
homes. More than 60% of Black males would spend an average of five years of their
childhood in a single-parent family.
Research Question 2. Do the perceptions regarded as having the most negative
impact on their learning differ by the respondent's position, ethnicity, age, years of
experience, highest degree, and level of students served? Educators participating in this
survey were presented with 15 social perceptions of Black males and were asked to
identify the perceptions that had the most negative impact on the learning of Black males.
Respondents were then categorized by ethnicity, age, years of experience, highest degree,
and levels of students served. Significant differences between respondent categories
were identified. Only two comparisons attained significance.
The first significant difference was between White and Non-White respondents on
the perception labeled “better suited to vocational-technology classes.” Whites were
significantly more likely to identify this perception than were Non-Whites. First,
Chubbock (2004) showed White educators may attenuate more to the vocationaltechnology classification as a source of discrimination than do other ethnic groups. This
could be a result of different cultures placing a greater emphasis of “college bound”
status than do other cultures (Henfield & McGee, 2012). Additionally, some cultures
may see placement in vocational-technology classes as being a valid (if not preferred)
way of attaining a career that supports a family. No matter what the source of the
difference, the difference is mitigated by the fact that overall, the “better suited to
vocational-technology” category was one of the least identified perceptions as having a
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negative impact on the learning of Black males.

This finding supports the social

perception that Black males should be in vocational classes. Vocation placement could
send a message to Black males to “use your hands not your minds”.
The second comparison that attained statistical significance was essentially more
likely to be identified by educators as having a negative impact on student learning. In
this comparison, Whites were significantly more likely than Non-Whites to identify
“innately less intelligent than their peers of other groups.” This result was compatible to
the findings of the first comparison. The difference might be due to a variety of reasons
not limited to White educators are more likely to attenuate to the issue of innate
intelligence because of historical discriminatory beliefs in the past (Aronson, 2004).
Additionally, it may reflect the cultural belief that innate intelligence is vitally important
in the success of students’ academic career (Usher & Kober, 2012).

Although the

concept of innate intelligence has been debated over the years (Cherry, 2015) the belief in
innate intelligence (versus the importance of quality education/training) may still hold
sway in specific ethnic groups. These results were not surprising, due to the previous
findings of Howard (2013) and Hodge et al. (2008). These studies showed differences
between ethnic groups were due to the stereotypic beliefs Black males had about their
intelligence which led teachers to lower their expectations in academic contexts. This
comparison ranked most negative in the age category higher for educators older than 45.
The fact that only two comparisons attained statistical significance levels (and
only one comparison was highly ranked on perceptions) may be good news for educators.
Over the past 50 years, a great deal of emphasis has been placed on elimination of racial
stereotypes and discriminatory practices in schools. Steele and Aronson’s (1995) research
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on stereotype threat could undermine intellectual performance. The study pertained to
ethnic minority students at risk for school failure and showed a heightened susceptibility
to negative teacher expectancy effects. In the present study, whether the prejudiced
attitudes of teachers relate to their expectations and the academic achievement of their
students is examined. The lack of significant difference may suggest that those efforts
have had an impact on educators across the nation, and discriminatory perceptions are
being mitigated (Morgan, 2001).
Research Question 3. Given 15 social perceptions concerning Black male
students, which do educators regard as having the least negative impact on learning?
When school administrators and teachers were asked to identify the social perception of
Black male students that had the least negative impact on these students’ learning, “more
oriented towards church/religion” (M Rank= 1.7) was identified most often. Researchers
Bell (2010) and Glaude (2010) stated, a stronger church is needed today despite what the
church as meant to Black males’ education. The church as a primary influence on Black
males has not surfaced as expected. Results from the participants in this current survey
disagreed with these researchers’ opinion; however, the participants agreed with
Robinson (2008) and Kuykendall (1998) research stating the church develops strong
bonds and a positive social self-image. The church’s trustworthy role in the Black
community has served as an intervention for parents of Black males (Robinson, 2008).
The Black community has always depended on and expected the Black church to provide
family, emotional, and often financial support which aided in providing a positive support
for the Black community. The Black church today has begun to pull back slightly from
this support. These results of this study supported the finding that “being more oriented
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toward church and religion” is a social perception with the least negative impact on
student learning.
The second perception most often identified as having the least negative impact
on learning was “more athletically gifted” (M Rank = 1.3). Research conducted by
Harrison et al. (2011) revealed social perceptions of Blacks depict them as athletically
superior but intellectually inferior to Whites. When faced with this social perception,
Black males separate themselves from academic pursuits (Hodge, Burden et al., 2008).
Unfortunately, educators’ perceptions pertaining to Black males being “athletically
gifted” has stirred these students to accept persistent social perceptions concerning their
athletic and intellectual abilities. “More athletically gifted” (M Rank = 1.2) was identified
as having a moderate degree of negative impact on student learning. James (2012)
identified a stereotypical perception that if Black males were athletic they were also
“unintelligent”. Messages perceived from Black males’ teachers to Black males were
consisted of the expectation to do well athletically and not to do well in the classroom. As
long as sports have been perceived to be representative of the culture and interest and
capabilities of Black males, Black males will be recruited for their athletic abilities
instead of their academic abilities.
The third most frequently identified perception with the least negative impact on
student learning was “make a habit of being late”. “Being late” leads to out of school
suspensions. Out of school suspensions leads to low graduation rates. Black males
represent the highest population level being suspended (Losen & Martinez, 2013). These
three perceptions were the only perceptions where a significant statistical difference was
identified by educators.
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Research Question 4. Do the perceptions regarded as having the least negative
impact on their learning differ by respondent's position, ethnicity, age, years of
experience, highest degree, and level of students served? Educators participating in this
survey were presented with 15 social perceptions of Black males and were asked to
identify the perceptions that had the least negative impact on the learning of Black males.
Respondents were then categorized by ethnicity, age, years of experience, highest degree,
and levels of students served. Significant differences between respondent categories
were identified.
The first significant difference was between White and Non-White respondents on
the perception labeled “oriented towards religion.” Non-Whites were significantly more
likely to identify this perception than were Whites. Researchers Robinson (2008), Bell
(2010), and Glaude (2010) stated Black males are more oriented than their other male
peers toward church and religion than school and education. This perception and finding
could be a result of parents having a history of depending on the church for assistance
serving as positive role models for their children (Robinson, 2008). No matter what the
source of the difference, the difference was eased by the fact that overall, the “oriented
towards religion” category was one of the most identified perceptions as having the least
negative impact on the learning of Black males.
The second comparison that attained statistical significance was identified by
educators as having least impact on student learning was “innately less intelligence’. In
this comparison, Non-Whites were significantly more likely than Whites to identify
“innately less intelligence” than their peers of other groups. A study by Vandenbergh et
al. (2010) showed all the teachers in the study displayed some degree of prejudice toward
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their ethnic minority students and held beliefs that these students had lower intelligence
and academic potential. If teachers believed that Black students would not perform as
well as their White peers because their past performance had been lower, then those
expectations actually contributed to the continuance of underperformance. These results
further validated the belief that intelligence was connected to students’ success.
The fact that only two comparisons attained statistical significance levels allowed
educators to take a closer look at those perceptions that demanded more attention than the
two identified as having the least negative effect.
Research Question 5. Given 15 social perceptions concerning Black male
students, which do educators regard as the ones that schools can most effectively
correct? When school administrators and teachers were asked to identify the social
perceptions of Black male students that were most correctable, “innately lower
intelligence” (M Rank = 1.6) was identified most often. Researchers Hodge et al. (2008)
agreed with the participants in the study and stated negative stereotypic beliefs about
Black males’ intelligence, can lead educators to lower their expectations in academic
contexts. Plous and Williams (1995) validated the previous existence of this social
perception that Black males feel mentally inferior, physically and culturally unevolved.
The second perspective most often identified was “less interested in education
/self-improvement” (M Rank = 1.3). Administrators and teachers shared partnership in
the study and agreed with Ogbu’s (1991) statement which implied many Black males
verbalized an interest in self-improvement but their actions and desires did not line up.
Strategies addressing this social perception brought about suggestions from educators
proposing ways to focus on this perception. An indicator of how educators treated this
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perception as one that was most correctable was evident in the participants’ responses.
Social perceptions with respect to educators’ perspectives being the ones schools could
most effectively change: at one extreme, the mean ranks at or above 1.0 were observed
and at the other extreme, the mean ranks at or above 0.1 were observed and strategies
were identified below.
The third most frequent most correctable perception was “less articulate” (M
Rank = 1.2). Research by Morreale, Osborn, and Pearson (2000) showed competence in
oral communication (in speaking and listening) is prerequisite to students' academic,
personal, and professional success in life at communicating.
Research Question 6. Do the perceptions regarded as the ones that schools can
most effectively correct differ by respondent's position, ethnicity, age, years of
experience, highest degree, and level of students served? Educators participating in this
survey were presented with 15 social perceptions of Black males and were asked to
identify the perceptions that schools can most effectively correct. Respondents were then
categorized by ethnicity, age, years of experience, highest degree, and level of students
served. Significant differences between respondent categories were identified. Only two
comparisons attained significance.
The first perception identified as most correctable was between respondents’ age
on the perception labeled “innately lower intelligence” (M Rank = 1.6). The second
perception identified as most correctable was between respondents’ ethnicity, and the
respondents’ age for the perception labeled “less interested in education/selfimprovement” (M Rank = 1.3) The third perception identified as most correctable was
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between respondents’ ethnicity, the respondents’ age, and the respondents’ years of
experience for the perception labeled “less articulate” (M Rank = 1.2)
Educators were asked to recommend specific strategies to address these “most
correctable” perceptions. These strategies were a few reported by educators from the
elementary, middle, and high school levels.

Table 32.
5 Most Correctable Perceptions and Strategies Identified by Educators
Most Correctable Perceptions

Suggested Correctable Strategies



1st “Innately lower intelligence”*
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Prove false with data/research.
Expose students to their data at an
early age and communicate this
information with parents, and
stakeholders.
Explain the value in growth vs.
proficiency.
Sharing test scores alone could help
prove this theory incorrect.
Disaggregate the data within the
subgroup to make judgments about
their achievement.
Conduct scientific intelligence
testing.
Develop a growth mindset in teachers
and students.
Show Black male students that
intelligence can be reflected in a
variety of ways-not just through
testing but creativity, problem
solving, brain storming, organizing
action committees, leadership, etc.

Most Correctable Perceptions

Suggested Correctable Strategies






3rd “Less articulate”*
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Show data proving Black males’
intelligence levels are matched to that
of their peers.
Produce studies of students that do
not fit the perception.
Include reading, writing and speaking
in EVERY class.
Encourage Black male students to
participate in forensics, plays, and
writing contests.
Teaching Black males correct English
and give them a chance to practice
speaking in the classroom.
Encourage speech classes
Teach the students what the
perception actually means and allow
them to take ownership of how to
change the perception. What can
YOU do?
Develop a progressive English and
Speech Curriculum for K- 12.
Put the young men in situations
where they have to articulate to get
their views across.
Incorporate early childhood
education beginning with stronger 3
and 4 year old programs with an
emphasis on language and creativity.
Have Black male students in more
public speaking roles within their
schools
Start correcting grammar and speech
patterns as soon as it’s noticed.

Conclusion
Educators feel some of these social perceptions negatively impact the academic
achievement of Black males. They felt some of these perceptions could be corrected.
Some corrected easier than others. In looking at the age groups you can make conclusions
about the educators’ perceptions. Educators would develop a deeper understanding of
their perceptions and transform these perceptions to reality. If possible, they would have
a different approach to using this information in establishing standards and expectations.
These social perceptions were evident in the lives of many Black males. The
understanding of these social perceptions, by principals and teachers, formed the core
impact of principals’ and teachers’ beliefs. The benefits of participation involved a
clearer understanding of those social perceptions that most negatively impact Black
males learning, those with the least impact on Black males’ learning, those that educators
can effectively correct, and strategies to correct them. If the results of this study
demonstrated common themes, this study will have provided assistance identified by
those teaching, leading, and instructing Black males daily. On the other hand, if the data
indicated little, no, or perhaps no commonalities in themes and provided no means of
assistance in address these perceptions, then those decision-making bodies (principals
and teachers) would not embrace the results and mandate changes while providing
strategies to address the perceptions. Understanding which social perceptions are most
negative, least negative, and most correctable leads to better instruction, benefiting all
students and, in turn, our whole society.
The researcher was not surprised by these themes overlapping in the most
negative and least negative impact categories. “More prone to gang violence” was
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determined most negative and also identified extremely low for least negative. Educators
were consistent in this identification. The researcher was surprised to see “single parent
homes” was not higher than number five in the top five most negative perceptions that
impact Black males’ learning. Mazza and Overstreet (2000) described the family unit
could lead to the social perception that Black male students are more prone to violence
and gang-related activities. Results from the participants in this current survey disagreed
with his/her opinion. Although educators across the nation have emphasized a positive
perception of Black males (to various degrees), it is time for the media (e.g., movies,
magazine, music, TV, social media) to make a concerted effort to cease propagating
negative perceptions that are detrimental to the future of Black males, and replace those
stereotypes with positive perceptions that foster the success (physical, emotional, social,
and economic) and future of our children. Educators should also continue their efforts to
replace old perceptions with more positive ones.
Negative perceptions of Black male students only worsens the problem because
these students, sensing that their teachers have low expectations for their future success,
avoid initiating interactions with their teachers, whether during or outside of class.
Instead of ignoring this influence, denying its existence, or relegating it to the past, all
educators should deeply examine the effects of race on their perceptions of and
interactions with their students.
Recommendations for Future Research
This study did not address any particular set of social perceptions faced by Black
males that impacted principals and teachers’ understanding of an academic impact.
Serving as an educator from the K-12 world of public education was the criterion for
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participation in the study. Future studies could focus only on the social perceptions
identified in this study as having the most negative impact on Black males’ learning
and/or the social perceptions educators deem most correctable. Principals and teachers in
this study expressed high concern with the following most negative social perceptions (1)
“prone to violence/gang related activities,” (2) “more disruptive,” (3) “less interested in
education/self-improvement,” (4) “single parent homes,” and (5) “innately lower
intelligence” and most correctable: “innately lower intelligence’ (2) “less interested in
education/self-improvement,” and (3) “less articulate.”
To know if there is a significant difference in the perceptions of educators and the
academic performance of Black males in schools would be valuable information for
educators to know. Are these most negatively impacted social perceptions differ in low
performing schools versus high performing schools? A well-monitored professional
development (PD) plan could be created for educators to raise the awareness of these
stereotypical perceptions and the importance of understanding whether educators are
allowing these perceptions to negatively impact Black males’ learning. Implementation
of these specific strategies identified by educators should be the focus of the plans and
used to address the most correctable social perceptions and to determine if academic
progress for Black males was enhanced after implementation. Pre and post assessments
should be made during sessions. Include all school counselors in PD sessions.
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